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Abstract 
The purpose of this investigation was to examine the self-efficacy for religious 
education (RE) of teachers in Australian Catholic high schools, and to build a model 
incorporating predictors of self-efficacy for teaching RE. The study drew on data from 
42 randomly selected Catholic high schools and 309 Catholic RE teachers from across 
Australia. 
A theoretical framework was developed by positing relationships between self-
efficacy for teaching RE and significant constructs associated with the psychology of 
religion and social cognitive theory. The first of these was collective efficacy for 
teaching RE, which was hypothesised to relate to self-efficacy for teaching RE, as 
collective efficacy has been related to self-efficacy in many domains. The second 
construct was the intrinsic spirituality of the RE teachers, which was hypothesised to 
predict self-efficacy for teaching RE, as intrinsic spirituality has been found to be a 
source of motivation and would likely motivate RE teachers. The third construct was 
concerned with the implicit theories or schemas that RE teachers hold about whether the 
ability of their students is fixed or malleable. This was hypothesised to be related to 
self-efficacy for teaching RE, as teachers with a growth theory about student ability are 
likely to persist in behaviours that lead to experiencing mastery. A social scientific 
approach was applied to the investigation. A questionnaire was developed and 
administered via the Internet to 309 RE teachers in 42 Catholic high schools across 
Australia. The questionnaire comprised demographic questions, and items designed to 
measure self-efficacy for teaching RE, and the three related constructs. Principal 
components analysis identified three components of self-efficacy for teaching RE: self-
efficacy for sacramentality, self-efficacy for doctrine, and self-efficacy for praxis. 
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Multilevel regression analysis was employed to build a model of self-efficacy for 
teaching RE. In addition, an open-ended free response provided further insights of self-
efficacy for teaching RE.  
The investigation found that self-efficacy for teaching RE emerged as three 
distinct constructs: self-efficacy for doctrine, self-efficacy for sacramentality, and self-
efficacy for praxis. The intrinsic spirituality of RE teachers, the collective efficacy of 
their teams, and the implicit theories they held about their students’ ability contributed 
to a model of self-efficacy for teaching RE. Intrinsic spirituality, implicit theories of 
student ability in RE, and collective efficacy for praxis predicted self-efficacy for 
sacramentality. Intrinsic spirituality, implicit theories of student ability in RE, and 
gender predicted self-efficacy for praxis. Self-efficacy for doctrine was predicted by an 
inverse relationship with intrinsic spirituality, implicit theories about student ability in 
RE and RE teaching experience. The qualitative analysis produced insights into the 
experience of teaching RE which provoke further questions about the nature of RE 
teaching in Australia, particularly the need for both quality training and meaningful 
support.  
The research was cross-sectional in design, so no causal conclusions can be 
drawn. Although the sample was statistically adequate, a larger sample may have been 
desirable. Finally, the data were self-report in nature, and the accuracy of the 
participants’ responses cannot be measured. 
This study contributes to Australian Catholic school systems’ understanding of 
the beliefs RE teachers hold about their capabilities, their beliefs about their students, 
and their intrinsic spirituality. It should assist Catholic school administrators, directors 
of Catholic teacher preparation, Catholic school principals and leaders. The results of 
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this investigation contribute to a gap in the literature on the self-efficacy for teaching 
RE. 
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1. INTRODUCTION  
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1.1 Introduction 
This chapter describes the context within which this investigation is situated. It 
is necessarily an overview and not a comprehensive history of the field, or of religious 
education in Australia. The problem then is stated, followed by a description of the 
purpose and significance of the research. Finally, the thesis structure is explained and a 
brief glossary of abbreviations provided. 
1.2 Context 
This section provides a brief overview of the nature and development of 
Catholic religious education in Australia. 
1.2.1. Catholic schools and religious education in Australia. 
The provision of religious education (RE) is the principal reason for the 
existence of Catholic schools in Australia (National Catholic Education Commission, 
2018b). Religious education is “a learning area with a formal curriculum for the 
classroom learning and teaching of religion” (National Catholic Education Commission, 
2018b, p. 6). RE in Catholic schools is ultimately the responsibility of the local bishop, 
who generally delegates the management of RE to a diocesan education office, or to the 
body responsible for the governance of independent Catholic schools. In 2017 there 
were 1741 primary and secondary Catholic Schools in Australia educating 
approximately 766 000 students taught by almost 54 000 Catholic school teachers 
(National Catholic Education Commission, 2018a). This represents about one fifth of 
the Australian school student population (Buchanan, 2009), making the Catholic school 
sector a major contributor to the education of Australian youth. In 2017 there were 497 
Catholic high schools in Australia, educating almost 361 000 students aged from about 
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12 years to about 18 years. Of these students, 65% were Catholic (National Catholic 
Education Commission, 2018a).  
1.2.2 Brief history of the Catholic school sector in Australia. 
From the time of European settlement of Australia in the late 18th Century, 
parents of Catholic children sought to educate them in a faith-based environment, and 
largely rejected state-based or public schools (O'Farrell, 1969). From 1880, state based 
education in Australia was free and secular, and it became compulsory for parents to 
send their children to school from the age of five (O'Farrell, 1969). In the 19th Century, 
Catholic school systems and independent Catholic schools developed as faith-based 
alternatives for parents of Catholic children instead of the free education systems 
offered by the state and territory governments of Australia (O'Donoghue, 2014). These 
schools were generally staffed by Catholic priests, nuns and brothers. Several religious 
orders of nuns and brothers were established in Australia specifically for the purpose of 
providing teachers for Catholic schools, for example the Sisters of the Good Samaritan 
(established 1857) and the Sisters of St Joseph (established in 1866) (MacGinley, 2002; 
Whitehead, 2001). It should be noted that lay teachers made a significant contribution to 
the development of Catholic schools during this historical period. They made up, 
however, the minority of Catholic school faculties, they rarely taught RE, and their role 
is often overlooked in histories of this period (O'Donoghue, 2004). 
The number of Catholic brothers and nuns working in Catholic education 
declined steadily from about 1975 (MacGinley, 2002) and lay teachers were required to 
provide RE in Catholic schools in greater numbers. In 2018 there were 150 Catholic 
religious congregations of brothers and nuns still working in Australia, comprising 
about 7000 men and women, although few remained in active ministry in Catholic 
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education (Catholic Religious Australia, 2018). Catholic RE teachers are now, almost 
entirely, lay professionals. 
1.2.3 Catholic RE curriculum and pedagogy. 
In Australia, there is no national, state-based curriculum for religious education 
as there is in other educational jurisdictions, such as England which has state mandated 
religious instruction (Catto, Davie, & Perfect, 2015) and Germany where the state is 
responsible for the management and supervision of religious education (Llorent-
Vaquero, 2018). Local Catholic dioceses generally develop and manage the RE 
curriculum for Catholic schools without reference to state based curricula, thus making 
it an explicitly Catholic, faith-based curriculum (Rymarz, 2017), rather than a 
phenomenological study of religion. Although all Catholic curriculum in Australia is 
based on teachings contained in the Catechism of the Catholic Church, there is a 
diversity of approaches to pedagogy, scope and sequencing from diocese to diocese 
(Rymarz, 2017). Likewise, there is no consistent national framework for the preparation 
or tertiary training of RE teachers, although there have recently been calls for the 
establishment of such a framework (National Catholic Education Commission, 2018b). 
According to the accreditation policies in every diocese of Australia, teachers of RE 
should be suitably qualified, Catholic teachers (e.g., 
http://www.parra.catholic.edu.au/re-accreditation). 
1.3 Statement of the Problem 
The success of RE teachers and Catholic schools to achieve their goals of 
educating students in the Catholic religion is determined, in part, by the motivation and 
self-efficacy of the RE teachers (Bandura, 1997). The self-efficacy of teachers has long 
been a focus of research (Bruce, Esmonde, Ross, Dookie, & Beatty, 2010; Darling-
4
  
 
 
Hammond, 1997; Fancera, 2009; Goddard, Goddard, Eun Sook, & Miller, 2015; Hattie, 
2009; Hunter & Barker, 1987; Ibrahim, Sedat, & Mehmet Sukru, 2013; Jonsson, Beach, 
Korp, & Erlandson, 2012; Riveros, 2012; Tschannen-Moran, Hoy, & Hoy, 1998; Wang, 
Li, Tan, & Lee, 2017; Zhou & Urhahne, 2013). This rich seam of research exists 
because of the understanding that the work of teachers has a direct and considerable 
effect on the achievement of students, their learning, and life outcomes. 
The work of teaching RE requires a combination of skills, knowledge, and 
aptitudes which, it could be argued, is different from, and more complex than, the 
teaching of other subjects in the school curriculum. This is because the various curricula 
around Australia assume that teachers bring to their teaching an explicit Catholic 
spirituality and a willingness to share their personal faith (e.g., Bishops of NSW and the 
ACT, 2007). Teachers, therefore, generally combine significant subject matter expertise 
(the doctrine and history of Catholic Christianity), pedagogical mastery, and a 
commitment to the evangelical mission of the Catholic Church (e.g., Catholic Education 
Office Melbourne, 2005). All of this occurs in a context of growing secularism in 
Australian society (Australian Bureau of Statistics, 2017a), declining participation in 
formal Sunday worship in the Catholic Church (Dixon, Reid, & Chee, 2013), a crisis of 
trust in the wake of the Royal Commission into Institutional Responses to Sexual Abuse 
(McPhillips, 2018), and only 5% of students naming school as a source of spiritual 
support (Roehlkepartain, Benson, Scales, Kimball, & King, 2008). These, among other 
contextual factors affecting Australian schooling, will likely impact the beliefs that RE 
teachers have about their capabilities to execute the actions required of them in their 
role. 
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1.4 Purpose of the Investigation 
There is an apparent gap in academic research into the self-efficacy of RE 
teachers. The purpose of this investigation is to develop a theoretical and empirical 
framework with which to examine the self-efficacy of RE teachers in Australian 
Catholic high schools. An extensive search of research databases did not yield any 
literature which examines the self-efficacy of RE teachers and, more precisely, the self-
efficacy of RE teachers in Australian schools. Self-efficacy is defined as the beliefs 
people hold about their capabilities to carry out the necessary actions to achieve a 
desired outcome (Bandura, 1997).  
This research used social-scientific methods to build a model of self-efficacy for 
teaching RE and test that model with RE teachers in some Australian Catholic high 
schools. The model seeks to define precisely the nature of self-efficacy for teaching RE 
as well as likely predictors of self-efficacy for teaching RE, including collective efficacy 
(Bandura, 2000; Goddard, 2001) of the RE team, intrinsic spirituality (Hodge, 2003) of 
the RE teachers, and implicit theories (Dweck, Chiu, & Hong, 1995) RE teachers hold 
about the capacity of their students to grow their RE ability and faith as a result of 
religious education.  
1.5 Significance of the Investigation  
This investigation is significant because it contributes to research about the self-
efficacy of RE teachers, which has not hitherto been widely considered. The self-
efficacy of RE teachers is a topic which deals with what is at the heart of religious 
education: the beliefs that teachers hold about whether they can carry out the tasks the 
Church has given them. The Catholic Church expressed the principal purposes of 
Catholic education during the second Vatican Council (1962 - 1965) as:  
6
  
 
 
…this goal: that the baptized, while they are gradually introduced to the 
knowledge of the mystery of salvation, become ever more aware of the gift of 
Faith they have received, and that they learn in addition how to worship God the 
Father in spirit and truth (cf. John 4:23) especially in liturgical action, and be 
conformed in their personal lives according to the new man created in justice 
and holiness of truth (Eph. 4:22-24); also that they develop into perfect 
manhood, to the mature measure of the fullness of Christ (cf. Eph. 4:13) and 
strive for the growth of the Mystical Body; moreover, that aware of their calling, 
they learn not only how to bear witness to the hope that is in them (cf. Peter 
3:15) but also how to help in the Christian formation of the world that takes 
place when natural powers viewed in the full consideration of man redeemed by 
Christ contribute to the good of the whole society. (Paul VI, 1965, para. 8) 
 
The bishops of NSW and the ACT (2007) expressed a requirement that RE 
teachers be “deeply committed to the goals of Catholic education” (p.18) and that they 
“teach and live in accordance with the teachings of the Church” (p.18). The aims of RE 
have been more recently articulated by the National Catholic Education Commission as 
developing: 
students’ knowledge and understandings of Christianity in the light of Jesus and 
the Gospel, and its unfolding story and diversity within contemporary Australian 
and global society. It expands students’ spiritual awareness and religious identity 
fostering their capacities and skills of discerning, interpreting, thinking critically, 
seeking truth and making meaning. It challenges and inspires their service to 
others and engagement in the Church and the world. (2018, p.7) 
7
  
 
 
As can be understood from the two quotations above, the Catholic Church, 
through its mission of Catholic education, expects RE teachers to achieve profound 
goals. This study is significant because it will attempt to explain the nature of RE 
teachers’ beliefs about their capability to do these things. The results will contribute to 
both the understanding of the nature of self-efficacy of teachers in a specific domain, 
and the factors which contribute to self-efficacy in the domain of religious education in 
Australian Catholic high schools.  
As explained earlier, Catholic schools influence the educational experience of a 
large proportion of the Australian adolescent population. The Catholic Church is still the 
largest single religious institution in Australia in terms of the affiliations expressed by 
Australian citizens and while its adherents are declining as a proportion of Australian 
society, more than one fifth of all Australians claim to be affiliated with it (Australian 
Bureau of Statistics, 2017b). The universal Catholic Church continues to acknowledge 
the importance of Catholic education, with Pope Francis declaring that religious 
education is “one of the most important challenges for the Church, engaged as she is 
today in implementing the new evangelization in a historical and cultural context which 
is in constant flux” (Pope Francis, 2014).  
In the context of this study, developing a theoretical and empirical framework 
for explaining the self-efficacy of RE teachers will provide insights for Catholic school 
leaders, religious education coordinators (RECs), Australian bishops, and RE teachers 
themselves into the psychological features which may predict and determine RE 
teachers’ self-efficacy for teaching RE.  
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1.6 Description of Thesis Contents  
The thesis has been divided into eight chapters. Following this introduction 
(Chapter 1) is the literature review (Chapter 2), theoretical framework (Chapter 3), 
methodology (Chapter 4), analysis (Chapter 5), conclusions (Chapter 6), references 
(Chapter 7) and appendices (Chapter 8). 
The literature review chapter (Chapter 2) provides a broad overview of the 
salient literature in the field of psychology and motivation, social cognitive theory, self-
efficacy theory, the psychology of religion, and the theoretical basis for religious 
education. The theoretical framework which was developed in response to the literature 
review, and the constructs it contains, are detailed in the theoretical framework chapter 
(Chapter 3), as are the hypotheses and specific research questions. The methodology 
chapter (Chapter 4) makes a case for the use of a mixed-methods social-scientific study 
of the topic. It explains, to the extent that is required for this type of investigation, the 
research tools that were chosen for the investigation, including statistical methodologies 
and qualitative methodologies. Methodology and Method are treated separately. The 
analysis chapter (Chapter 5) begins with a description of the methods and processes 
chosen for the investigation. It then traces the steps involved in the quantitative study to 
derive data suitable for multilevel regression analysis, and the regression analysis itself. 
This is integrated with a discussion of the results of the quantitative study. The analysis 
chapter then explains and describes the processes followed to analyse the qualitative, 
free response data. These results are also discussed. The hypotheses are then reported 
on. In the conclusion (Chapter 6), the theoretical framework is revised and presented in 
light of the results. The limitations of the study are identified, and the implications of 
the findings are discussed, as well as possible directions for future research. 
9
  
 
 
 
1.7 Summary 
This chapter provided the historical and cultural context for the investigation. It 
identified the problem and described the purpose and significance of the study. This was 
followed by an outline of the thesis chapter structure.  
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2. LITERATURE REVIEW  
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2.1 Introduction 
In this chapter, major theories related to human motivation are briefly detailed. 
Academic writings which have examined human psychology generally, and social 
cognitive theory specifically are outlined. The major theories covered are behaviorism, 
attribution theory, social cognitive theory and self-efficacy theory. The developing 
understanding of the relationship between religion and psychology is also examined in 
brief. 
2.2 Theories of Human Motivation 
For as long as humans have evolved the capacity for self-reflective thought and 
metacognition, it is likely they have sought explanations for human behaviour and for 
the ways in which they interact with each other and their environments. Many ancient 
theories of behaviour presumed a vital interior life, which in modern terms may be 
labelled cognition (van Horik & Emery, 2001). Superstitious and prescientific ideas in 
ancient cultures accounted for some degree of agency on the part of the person to think, 
feel and act either in a generative way, or in response to an environmental stimulus. This 
can be seen in rituals and beliefs which may be defined as magical, where ancient 
persons sought to make connections between, and influence aspects of, their 
environments through symbolic language and action (Mirecki & Meyer, 2002). 
Systematic explanations of human and animal behaviour can be traced to philosophers 
of ancient Greece, such as Aristotle and Socrates. For example, Aristotle wrote “many 
motions are produced in the body by its environment and some of these set in motion 
the intellect or the appetite, and this again then sets the whole animal in motion” 
(350BCE, Ch2, Para.17). 
12
  
 
 
 This review begins with the emergence of the modern movement of psychology 
which arguably followed, and took its cues from, the vast expansion of the physical 
sciences in the late 19th Century. 
2.2.1 Fechner’s psychophysics. 
In 1860, Gustav Fechner established what he believed to be a mathematical law 
explaining the relationship between a stimulus and a subject’s ability to perceive that 
stimulus at a given intensity (Romand, 2012). Fechner’s law represented a breakthrough 
in finding an empirical, measurable link between the external world and the private 
experience of the mind. This field of study was known as psychophysics, a term which 
denoted the application of the field of physics to the emerging field of psychology 
(Gundlach, 1993). Fechner explored the relationships between stimuli and sensory 
phenomena, seeking to explain thresholds of perception in mathematical terms. He also 
enquired into the nature of consciousness and unconsciousness. These terms, which had 
only recently entered the philosophical discourse (Romand, 2012), were at the heart of 
Fechner’s speculation about how humans interact with their environments. He came to 
the view that the material world of physics and the non-material world of psychics were 
two sides of the same coin and shared the same ontological value (Romand, 2012). 
These new insights into behaviour and cognition established important ideas about 
determinism and motivation that would be germane to the work of Freud, Skinner and 
other 20th Century psychological theorists (Romand, 2012). Arguably, the most 
important of these ideas relating cognition and behaviour is the notion of determinism, 
that is, there are phenomena that lead to behaviour and the link between the two can be 
studied both qualitatively and quantitatively. It is this application of the term 
determinism that will be employed in this review. Fechner also established that some 
13
  
 
 
cognitive processes; the links between the internal and the external, are not immediately 
apparent or available to the conscious mind (Romand, 2012). 
According to Romand (2012), “[d]espite its speculative nature, Fechner’s theory 
of the unconscious appears to be closely related to current research on the cognitive 
unconscious, and, to some extent, can be said to have been confirmed by recent 
advances in psychology and neurosciences” (p. 568). Romand (2012), in his defence of 
the significance of Fechner, suggested that Fechner’s philosophical impact has been 
underestimated. 
2.2.2 Freud’s determinism. 
In the 20th Century, Freud moved away from the foundations of psychometrics 
established by Fechner and used by many of Freud’s contemporaries, such as Thurstone 
and Spearman (as cited in Browne, 2000) and others, to pursue a radically different 
explanation of behaviour and motivation which principally was based on close 
observations of his patients in clinical settings (Jahoda, 1977). Freud painstakingly 
constructed a model of personality and behaviour, which identified ‘instincts’ as the 
initiators of behaviours. These instincts were not accessible to the conscious self or ego. 
Freud contended that actions can be traced to motives which can be traced to instincts. 
In his clinical work, Freud observed evidence of these instincts, particularly in patients 
suffering from various mental illnesses (Bocock, 1977; Mannoni & Bruce, 2015). By 
generalising from these observations, Freud asserted that many of the achievements of 
human civilisation could be explained by the energy and creativity generated by the 
displacement of needs that were the expression of these instincts. He wrote “The 
excessive development of his libido and the elaborations of a varied and complicated 
psychic life thus made possible, appear to have created the conditions prerequisite for 
14
  
 
 
conflict. It is clear that these conditions are also responsible for the great progress that 
man has made beyond his kinship with animals” (Freud, 1920, p. 358). In other words, 
the instincts, constrained through socialisation and other forms of control and 
regulation, give rise to thoughts and behaviours, which may serve civil society. In 
instances of pathological behaviours, Freud traced these aberrations to (arguably less 
healthy) displacement of instinctive forces, for example, a libido poorly regulated by the 
ego and superego could give rise to violent and predatory sexual behaviour. In a global 
sense, Freud sought to use these devices of the id, the ego and the super-ego to frame a 
theory of human motivation (Freud & Brill, 1914). 
The links between behaviour and the internal and external environment cues 
were thought by Freud to be in a linear deterministic relationship. In The 
Psychopathology of Everyday Life (Freud & Brill, 1914), Freud dedicated a chapter to 
determinism. Through a close analysis of speech errors and apparently random 
utterances or actions, Freud argued that even trivial actions can be traced to unconscious 
motivations. He took a position that could be described as hard-determinism, wherein he 
described how a person’s conscious will, which he called the ‘ego’, can be over-ridden 
by motivations and determinants which rise up from the ‘id’ or collection of instincts of 
a primal nature. In Freudian terms, because of the inability of people to observe and 
assess the unconscious motivations of their actions, they rarely make the connection 
between a seemingly innocent action or utterance and its determinant found in the id. 
These unconscious motivations are, in turn, determined by a priori events and thought 
processes. He wrote: 
If we distinguish conscious from unconscious motivation, we are then 
informed by the feeling of conviction that the conscious motivation does not 
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extend over all our motor resolutions … What is thus left free from the one side 
receives its motive from the other side, from the unconscious, and the 
determinism in the psychic realm is thus carried out uninterruptedly. (Freud & 
Brill, 1914, p. 303) 
An important difficulty with Freud’s reasoning was that his connection of 
unconscious cause with conscious effect was post hoc deduction, and neither its 
reliability nor its predictability were able to be tested. Although the process Freud used 
to revise his hypotheses followed a scientific method, it was not possible for another 
researcher to test the same hypothesis due to the specificity of building patient-specific 
models to explain behaviour and cognition. That is, his theories failed the test of 
falsifiability because any variation in results could be accounted for by an adjustment of 
the hypothesis (Moran, 2010). In a letter to his colleague Löwy on March 30, 1930, 
Freud wrote “whenever I had the opportunity of recognising an hypothesis of this kind 
to be erroneous, it was always replaced – and I hope improved – by another idea which 
occurred to me” (cited in Moran, 2010, p. 12).  
2.2.3 Skinner and behaviourism. 
The scientific method applied by Skinner was different from the deductive 
approach of Freud. Delprato and Midgley (1992) described his epistemology thus: 
“Skinner obtained empirical data first and then, by induction, derived general principles 
or functional relations between events” (p. 1508). Skinner shared Freud’s view that 
behaviour is determined and that causal factors and their link to behaviours are valid 
subjects for scientific enquiry. He summed this view up in his axiomatic statement from 
1947, “We must assume that behaviour is lawful and determined” (as cited in Delprato 
& Midgley, 1992, p. 23). This was the basis for Skinner’s theory of behaviourism. This 
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field of psychological enquiry situated itself firmly within the epistemological realm of 
the observable and the measurable. The experimental methods he used to gather 
empirical data were based on the same ontological principles as other branches of 
science, such as physics and biology (Naour, 2009). By adopting the premise that 
human behaviour, like that of any organism, is orderly and determined, Skinner sought 
to describe behaviour in mechanistic terms. As Skinner put it, “[t]here is no place in a 
scientific analysis of behaviour for a mind or self” (cited in Naour, 2009, p. 1). In an 
experimental setting, he looked for independent variables such as the nature, proximity 
and strength of a stimulus. He then observed and measured the response. His aim was to 
develop measures and theories which predicted responses. He also sought to control 
responses, based on the manipulation of stimuli in the external environment (Naour, 
2009).  
Skinner (1950) was sceptical of the construction of general theories about 
learning. He carried out exhaustive studies of the learning behaviour of pigeons. His 
observations of the relationships between the behaviour of pigeons in experimental 
settings allowed him to develop operant conditioning. Under controlled situations, 
Skinner demonstrated that, by manipulating the consequences of free behaviours on the 
part of an organism, he could either increase or decrease the likelihood of that behaviour 
being repeated or the rate of behaviour increasing. By controlling the stimulus and 
reward, Skinner demonstrated that learning through operant conditioning was a robust 
method for shaping behaviour but stopped short of generalising this into the theory of 
learning. His suspicion of ipso facto theorising was expressed thus: “Research designed 
with respect to theory is also likely to be wasteful. That a theory generates research does 
not prove its value unless the research is valuable” (Skinner, 1950, p. 194). Skinner set a 
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high standard for the establishment of a theory and did not believe that his research or 
research that was available to him at the time warranted this generalisation. Operant 
conditioning, on the other hand, was predictable and replicable, so it met Skinner’s 
criteria for theoretical validity. It was also evidence of a ‘hard’ determinism, that is, the 
predictability and reliability of his experiments were such that the patterns and rates of 
response were robust. 
Skinner rejected the notion of the person as an initiator of action: “So long as we 
cling to the view that a person is an initiating doer, actor, or causer of behavior, we shall 
probably continue to neglect the conditions which must be changed if we are to solve 
our problems” (Skinner, 1981, p. 504). Skinner argued that such a view misunderstood 
the various types of conditioning at work from time to time on an individual, shaping 
his or her behaviour. These include operant conditioning, respondent conditioning, and 
natural selection. Skinner’s view was that the consequences of our behaviours, rewards 
and punishments, determine the likelihood that such behaviours will be repeated. He 
also believed that sequences of stimuli become associated with each other (respondent 
conditioning). Further, he argued that, on a macro scale, species self-select those 
behaviours which will most ensure survival and successful procreation (Skinner, 1981).  
Skinner contended that there is an evolutionary impact of the environment 
working continuously alongside the stimulant effect of the environment, both 
determinants of behaviour: “[t]he environment made its first great contribution during 
the evolution of the species, but it exerts a different kind of effect during the lifetime of 
the individual, and the combination of the two effects is the behavior we observe at any 
given time” (Skinner, 1974, p. 17). The implication for humans is how best to manage 
these environmental conditions in the interests of survival and flourishing.  
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As is apparent from the propositions above, Skinner believed behaviour is 
determined by factors in the environment. While Freud theorised that internal 
phenomena initiated behaviour, Skinner believed that initiating agents are external. As 
Skinner put it, the “experimental analysis of behavior goes directly to the antecedent 
causes in the environment” (Skinner, 1974, p. 30). 
 Skinner rejected dualism, that is the idea that the physical world and the mental 
world are qualitatively different entities and did not see any valid scientific argument for 
ascribing particular metaphysical qualities to the ‘mind’ (Lycan, 1984). He argued that 
all matter exists in time and space and the matter, which makes up our ‘mind’ existing 
within our bodies does not make it a special class of matter. This does not mean that 
Skinner rejected the notion of cognition or an interior life. He maintained that such 
experiences of thought, motive and feeling were impossibly ephemeral, in a scientific 
sense (Skinner, 1974). 
By the fourth quarter of the 20th Century, the various schools of psychology were 
undergoing significant change as the question of determinism and the notion of 
generative behaviours were accounted for unsatisfactorily (Leahey, 2017). In an address 
to the American Psychological Association in 1974, the President of the Association, 
Daniel Berlyne, described the field as being in a state of flux, as competing ideas sat 
uncomfortably alongside each other (Berlyne, 1975). He acknowledged that science had 
moved on from Freudian assumptions about the imperative determinism of instinctive 
drives. He also explained the limitations of behaviourism, stating “[t]he point, it must be 
noted, is not that behaviourists have given unsatisfactory accounts of purposes and goals 
but that they have refused to countenance them at all” (Berlyne, 1975, p. 74). Pointing 
to the developments starting to take shape in cognitive psychology, Berlyne observed: 
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“Several lines of research are beginning to call unmistakably for a multi-level view of 
learning and behaviour, according to which behaviour-controlling mechanisms of 
increasing complexity are successively superimposed on one another in the course of 
evolution and in the course of individual development” (Berlyne, 1975, p. 79). It 
appeared a new and more nuanced paradigm was required to account for the complexity 
and sophistication of human behaviour. 
2.2.4 Social learning theory. 
Among the frameworks developed to explain personality and behaviour was 
Social Learning Theory (Miller & Dollard, 1941; Rotter, 1954). Miller & Dollard 
(1941) explained the role that imitation plays in learning and developed and identified 
‘acquired drives’ and ‘acquired rewards’ as mechanisms which develop through social 
learning. Rotter wrote that “A person's behaviors, needs, and goals are not independent 
but belong in functionally related systems” (1954, p. 101). He explained that 
behaviours, needs and goals are necessarily formed in and influenced by the presence of 
others. In social learning theory, the potentiality of a behaviour occurring is measured in 
terms of the expectancy of the behaviour satisfying a particular psychological need 
based on knowledge of the situation developed from previous experience. Rotter (1954) 
cited the work of Rockwell (1950) who identified six categories of psychological needs: 
recognition/status, protection/dependency/ dominance, independence, love and 
affection, and physical comfort. Each of these, according to Rotter (1954), were situated 
in a social dynamic and individuals developed expectancies based on reinforcements 
previously experienced  
By the 1970s a closer analysis of cognition and environment in behaviour had 
begun to take shape as social learning theory, which proposed that “psychological 
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functioning involves a continuous and reciprocal interaction between behavior and its 
controlling conditions” (Bandura 1977, p.345). Bandura questioned, and ultimately 
refuted, earlier and contemporary models of behaviour and motivation, in particular 
strict behaviourism (Skinner 1938; Watson & Rayner 1920) which, according to 
Bandura (1978), treated human behaviour in a reductionist manner, focussing on 
stimuli, drives, conditioning and learned or instinctive responses. Bandura argued for a 
more nuanced understanding of the role of cognition and the interrelationship of 
behaviour, cognition and environment. He was critical of theories which proposed that 
environmental stimuli, cognitive processes, values, beliefs and dispositions were 
exclusive and separate entities, operating in a linear fashion (Bandura, 1978). By 
demonstrating how vast a person’s range of responses to a given environment can be, 
and reflecting on the powerful nature of modelled learning, Bandura posited a system 
for analysing and understanding human behaviour that held better predictive and 
explanatory power. 
In his early work (1977b), Bandura’s thinking turned from environmental 
determinism, which reduced behaviour to a pattern of responses triggered or learned, to 
a reciprocal relationship which allowed for the interaction between cognition, behaviour 
and the environment. He considered the phenomenon of ‘troublesome children’ 
(Bandura, 1977b) and made close observations of the subtle and reciprocal interplay 
between a child’s attempts to gain the attention of a distracted parent and the parent’s 
response to the child’s escalating behaviour. Although such interactions could be 
explained using behaviourist concepts, there was evidence that the beliefs of both the 
child and the adult were being shaped by the other, and this in turn affected the 
behaviour of each, both in this exchange and in future scenarios. 
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2.3 Social Cognitive Theory 
Bandura has been recognised as a pioneer of the motivation and behavioural 
framework known as Social Cognitive Theory (SCT) and the concomitant theories of 
self-efficacy and personal agency (Ferrari, Robinson, & Yasnitsky, 2010). In his early 
writing Bandura (1977b) built on social learning theory, which he explained as a 
response to earlier theories of behaviour and learning which focused either on the 
acquisition of habits, the development of traits, or conditioned responses to stimuli. His 
contribution to social learning theory, a precursor of SCT, in essence, proposed a triadic 
reciprocal relationship between behaviour, cognition and the environment, as each 
shapes, and is shaped by, the others (Bandura, 1986). 
After seeking to understand the behaviour of children who observed adults 
modelling aggressive behaviour in the “Bobo doll experiment” (Bandura, Ross, & Ross, 
1961) Bandura concluded that there were not only cognitive processes at work which 
were more sophisticated than those explained in a stimulus-response or mechanistic 
model of behaviour, but also that there were reciprocal influences between an 
individual’s cognition, behaviour and environment. By observing, children were more 
likely to encode the aggressive behaviour of an adult of the same sex towards a ‘Bobo-
doll’, Bandura argued that previous learning theories failed to account for the powerful 
effects of vicarious or empathetic learning. The cognition taking place during the 
modelling and mimicking could not adequately be explained by models of motivation 
based on behaviourism (Bandura et al., 1961). 
2.3.1 Triadic reciprocal determinism. 
Bandura (1978) explored the way behaviour, cognition and the environment 
shape each other in terms of their relationships and how this reciprocal determinism 
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related to the system of the ‘self’ (Bandura, 1978). He argued “self-generated influences 
cannot be excised from among the determinants of human behaviour without sacrificing 
considerable explanatory and predictive power” (Bandura, 1978, p. 351). Bandura 
continued his refutation of simplistic models of human behaviour. While behaviourism, 
and other forms of environmental determinism, were concerned with how 
environmental triggers shaped human behaviour in a unidirectional manner, Bandura 
was concerned with the interaction among individuals’ behaviours, their cognition, and 
their environment. Bandura quoted Skinner (1971):“[a] person does not act upon the 
world, the world acts upon him” (cited in Bandura, 1978, p. 344). Bandura sought to 
develop a model of motivation and behaviour which accounted for the various forces at 
work, within and outside, an individual. What behaviourism had in common with 
personality theories such as the Freudian model, according to Bandura, was a 
unidirectional or causal explanation for motivation and behaviour. That is, something 
triggers a sequence, the outcome of which is an observable behaviour. These approaches 
did allow some scope for the role of cognition, but only in limited application, and not 
in terms of a triadic relationship between cognition, behaviour and the environment. 
Bandura (1978) rejected the notion that the environment is, in psychological terms, 
always an immutable force acting upon the individual. He argued for reciprocal 
determinism, defining determinism as “the production of effects by events, rather than 
in the doctrinal sense that actions are completely determined by a prior sequence of 
causes independent of the individual” (Bandura, 1978, p. 345).  
Bandura (1978) explained that interactionism considers the three variables 
(behaviour, cognition, environment) as working together to produce an outcome. As 
expressed by Endler and Magnusson (1976), “The individual's behavior is influenced by 
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meaningful aspects of the situation, and in addition, the individual selects and interprets 
the situations in which behavior occurs” (p. 960). According to Bandura, such a 
conception of the relationship between cognition, environment and behaviour does not 
sufficiently account for the potential and real impact that each element (behaviour, 
cognition, environment) has on the others, shaping both the outcome and future 
behaviours and events. Typically, especially in experimental settings, behaviour had 
been conceptualised as a dependent variable, not an independent one. That is, behaviour 
was considered an outcome of a set of stimuli (internal and external) rather than a 
contributing determinant. 
Bandura (1977b) explored the history of enquiry into cognition, especially the 
efforts to describe the range of formative influences which impact upon thinking and 
feeling. In doing so, he asserted that each theory looks for a unidirectional, causal 
relationship, that is, describing the relationship between the factors that act upon 
cognition bringing about states of mind and subsequent behaviour. The distinction 
between these views and the emerging theory of social learning and social cognition, is 
the basis of triadic reciprocal determinism. 
Bandura (1978) posited a theory of self which not only made room for the 
effective and reactive role of cognition, but also other self-generated cognitive 
influences on behaviour and environment. The scope of social learning theory was 
broad enough to accommodate such processes as self-rewarding behaviour. This 
behaviour could be in terms of promising oneself a tangible reward for achieving a goal 
(for example, ‘If I work for an hour I will then have a cup of tea’) or evaluative rewards 
(such as self-congratulations for having achieved a goal). Other self-generated 
influences include self-evaluation of skill and success, assessment and prediction of 
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outcomes based on judgement of probability, and reflection on previous experience. 
Bandura (1978) stressed that even these self-generated influences are not self-contained, 
but emerge in relationship with behaviour and environment. 
Bandura illustrated a three phase model of regulating human behaviour (1978). 
Beginning with ‘Self-Observation’, an individual begins to assess the performance 
dimensions of behaviour. Bandura called the second phase ‘Judgmental Process’. People 
often verify or modify their beliefs and experiences by observing and reflecting on the 
experiences of others. The Judgemental Process calls for reference to a variety of 
measures required for decision making. These include personal standards, referential 
performances (including social comparison) and attribution. Finally, there is the Self-
Response Phase, wherein one evaluates reactions and experiences the self-applied 
consequences. 
2.3.2 Social learning theory and ethical behaviour. 
Social Learning Theory can be applied to the process of ethical decision making. 
Bandura (1978) investigated the application of self-regulation to morality, or more 
precisely, ethical decision making. He explored how social learning theory can explain 
the means by which cognisant individuals can enact unethical behaviour whilst 
disengaging from the cognitive dissonance that arises in the self-response phase 
(Bandura, 1978). This is possible when self-censoring processes are overcome by three 
types of cognitive disengagement. The first type of cognitive disengagement occurs 
when an individual makes an ‘end-justifies-the-means’ argument to himself or herself. 
The second disengagement cognition can occur when people obscure or disregard the 
consequences of their behaviours. The third means by which individuals disengage from 
their normal self-regulation and self-censoring behaviour is when they devalue the 
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humanity or moral value of the individual who may be affected by the unethical 
behaviour. In this way, although the consequences of behaviour may be recognised, 
people may minimise their moral culpability because the person or entity affected is not 
of equivalent value (Bandura, 1978).  
The application of Social Learning Theory to ethical behaviour and decision 
making is an important example of the broad applicability of this theory. The example 
of cognitive disengagement described above illustrates that Social Learning Theory, as 
Bandura described it, allowed analysis at each step in a sequence of interactions 
between the environment, cognition and behaviour. It also accounted for variations from 
norms of behaviour (such as an ethical person acting unethically).  
In summarising the relationship between self-regulation and social learning 
theory, Bandura stated that “individuals are neither powerless objects controlled by 
environmental forces nor entirely free agents who can do whatever they choose” 
(Bandura, 1978, p. 357). 
Over time, social learning theory was refined and became known as Social 
Cognitive Theory (SCT), as it had outgrown its roots as a framework for understanding 
the process of the acquisition of knowledge, skills and attributes, and self-regulation 
(Grusec, 1992). The modification of the name to include ‘cognitive’ captured the 
attempt by Bandura to propose a broader framework, which incorporates the vital role 
played by cognition with behaviour and environment. His work also sought to explore 
the notions of power and agency in relation to SCT; that is, what capacity do individuals 
have, or believe they have, to exercise control over their experience and their lives 
(Grusec, 1992). 
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2.3.3 Self-efficacy theory. 
What had emerged from Bandura’s investigation of motivation, the triadic 
relationship between the environment, cognition and behaviour, was his observation of 
the assessments that individuals make about their capability to achieve specific goals in 
a particular setting (Bandura, 1977a). By focussing on the role that cognition plays in 
motivation and behaviour, he offered a model, derived from the treatment of aversive 
behaviours, which hypothesised particular cognitive processes leading to self-efficacy 
beliefs. Bandura posited the existence of a common cognitive mechanism that allows 
individuals to make continuous judgments about their capability to act in ways that 
produce desired outcomes (Bandura, 1989). The most powerful input in this process is 
active, mastery experience. The consequence does not simply reinforce the behaviour, 
as might be presumed in a strictly behaviourist model; rather, the cognition about 
mastery concerning the behaviour influences individuals’ beliefs about the behaviour. 
That is, reflection upon the positive consequences of particular actions makes those 
actions more likely to be repeated in similar circumstance as a person believes she or he 
is capable of producing similarly successful outcomes, or conversely, reflection on 
failure to achieve a goal may reduce a person’s belief that she or he will be successful in 
achieving that goal in the future. This is not a stimulus - response relationship. New 
behaviour is not automatically shaped by its effects. As Bandura put it, "Stimuli 
influence the likelihood of a behaviour's being performed by virtue of their predictive 
function, not because the stimuli are automatically connected to responses by their 
having occurred together” (Bandura, 1977a, p. 140).  
Tryon (1981) provided a critique of Bandura’s methodology, particularly with 
relation to self-efficacy measured in experimental settings where subjects were asked if 
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they would do either action A or action B, and then their subsequent actions were 
analysed (behavioural approach tests). Tryon contended that Bandura’s measurements of 
self-efficacy and behaviour in this context did not sufficiently account for other 
influences on behaviour in the test setting, such as subject compliance. Although 
Bandura’s theoretical framework does not rely entirely on the behavioural approach 
tests examined by Tyron (1981), this critique does point to the difficulties presented by 
self-reporting in behaviour/motivation studies. 
Bandura described the limitations of experimental models which investigated a 
subject’s perceptions about expectations at a particular point in an experimental setting. 
These critical studies were of limited use as they considered cognition, behaviour and 
environmental factors exclusive of each other. According to Bandura these are 
“interlocking” and “interactional” phenomena and exist in dynamic relationship with 
each other (Bandura, 1978, p. 347). 
The cognitive processes, which allow a person to make a judgement of the 
likelihood that a planned action will give rise to a desirable outcome, were placed centre 
stage in SCT (Bandura, 1999). As Bandura put it “[p]eople set goals for themselves, 
anticipate the likely consequences of prospective actions, and select and create courses 
of action likely to produce desired outcomes and avoid detrimental ones” (Bandura, 
1999, p. 7). 
 Bandura observed that individuals make ongoing judgements about the 
probability of achieving their goals in particular settings. To be able to do this, they 
process a diverse range of inputs, including self-reflection on previous experiences, 
social mores and standards, earlier cognition about similar situations, environments, and 
observation of models in similar situations or environments. This is what Bandura called 
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the exercise of agency: “[a]gency thus involves not only the deliberative ability to make 
choices and action plans, but the ability to give shape to appropriate courses of action 
and to motivate and regulate their execution (Bandura, 1999, p. 8). 
Self-efficacy beliefs are distinct from Rotter and Schroder’s (1954) expectancy 
theory. Rotter and Schroder (1954) posited that the likelihood of individuals engaging in 
behaviours was a function of their expectations that their behaviours would elicit 
suitable reinforcement or rewards, based on past experience. Bandura’s theory, however, 
focuses on how efficacious people believe they are in a given environment, undertaking 
a particular goal-directed behaviour. Bandura called these cognitions “efficacy 
expectations” (Bandura, 1977a, p. 141). Further, such beliefs likely will affect 
individuals’ choices about how they expose themselves to particular environments and 
the degree to which they expend effort in pursuit of a goal or objective. Bandura argued 
“[t]he stronger the perceived self-efficacy, the more active the efforts”(1977a, p. 140). 
Interestingly, he demonstrated how successful experiences achieved with little effort 
may have a larger impact on self-efficacy beliefs (as they are attributed to capability) 
than achievements attained by great effort (Bandura, 1997). 
2.3.4 Sources of self-efficacy beliefs. 
Bandura (1997) identified four sources of self-efficacy: 
Enactive Mastery experiences – this generally is the most powerful source of 
efficacy beliefs. As individuals experience and reflect upon successful achievement of 
goals and enjoy the positive consequences of such success, a belief in the capacity to 
repeat or generalise the performance to other settings is likely to be enhanced. Self-
generated positive consequences, such as self-rewards and self-satisfaction may also 
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contribute to this cognitive feedback loop, providing further evidence to heighten self-
efficacy. 
Vicarious experiences – Bandura revisited the aggression experiments of the 
early sixties (Bandura et al., 1961), to describe the impact that observation of 
behavioural models can have on self-efficacy. In a therapeutic environment, when 
treating aversive or phobic behavieours, he described how subjects may reflect on their 
own efficacy beliefs as they observed a model behave successfully in a situation or 
environment similar to the one of which they are fearful.  
A distinction is drawn between participant modelling, when simulations of the 
environment and situation are created for the purposes of exposing the subject to the 
stress inducing experience and symbolic modelling, when a subject analogue is placed 
in a situation and observed vicariously by the subject achieving the desired outcome. 
The former was found by Bandura to be a more effective therapeutic approach to 
improving self-efficacy, but still not as effective as enactive mastery experience. 
Verbal persuasion – individuals may experience enhanced self-efficacy beliefs 
through encouragement, feedback about irrational thinking and cognitive focussing. It 
helps one to attend to the experience and the environmental cues related to the 
behaviour. Although the effect of such an approach may be real and replicable, generally 
it is not as effective as mastery experiences or vicarious learning. In therapeutic settings, 
such verbal persuasion regarding self-efficacy may allow the client to encode patterns of 
self-talk which are healthy and useful, leading to a subsequent change in behaviour and 
self-efficacy belief (Bandura, 1997). 
Bandura asserted that social influence through verbal persuasion may bring 
about negative as well as positive change in self-efficacy, especially in the context of 
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social criticism. Depending upon the disparity between a person’s own belief and the 
social persuasion, an individual may reject or accept the persuasion. Bandura (1997, p. 
105) asserted that there is an ‘optimal level of disparity’ which is most likely to have an 
impact on belief. Such appraisals are most likely to shape self-efficacy beliefs, 
according to Bandura, if they are believable and no more than moderately different to an 
individual’s self-assessment. Further, the identity of the persuader and the nature of her 
or his relationship with the person whose self-efficacy is being influenced are also 
important (Bandura 1997). 
Physiological and Emotional Arousal – The fourth source of self-efficacy belief 
is generally experienced in a situation that has a negative impact. Bandura (Bandura, 
1997) described the way that anxiety and fear heightened emotional states tend to 
impede performance and impair self-efficacy beliefs. He detailed the success of 
desensitisation therapy in a clinical setting, which sought to incrementally expose 
subjects to the objects of their anxiety or fear in order for them to observe and control 
the physiological effects of the cognitive state.  
Bandura established that self-efficacy beliefs contribute to motivation in a 
generative way; they shape behaviour and environment, as well as future cognition in a 
similar situation. In essence, Bandura asserted that the deterministic power of self-
efficacy beliefs is most significant, “[a]mong the mechanisms of human agency none is 
more central or pervasive than beliefs of personal efficacy” (Bandura, 2002, p. 270). 
Bandura described how individuals’ persistence in behaviours in pursuit of a 
goal likely is based on their assessments of their capability to succeed. He also 
considered the various inputs, which may reduce the motivation for particular behaviour 
in pursuit of a goal. "The impact of information on efficacy expectations will depend on 
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how it is cognitively appraised" (Bandura, 1986, p. 364). This means that, even in the 
face of successful, active mastery experiences, an individual may still not develop 
enhanced self-efficacy beliefs because of deeply held values, strong social pressure or 
some pathology, which affect the cognitive processing of a mastery event. An individual 
may not have her or his self-efficacy beliefs change due to a mastery experience simply 
through a lack of attention to the mastery, or to the positive consequences of the 
mastery. 
2.3.5 Other theories of motivation in relation to self-efficacy theory. 
SCT and Bandura’s contribution to the field of motivation and behaviour has 
continued to develop and has been applied in experimental and empirical settings to 
account for the way the ‘self’ mediates goal directed behaviour through a complex 
interaction of cognition, behaviour and the environment (Grusec, 1992). The self-
efficacy construct became a useful tool for measuring the way beliefs about efficacy are 
constructed and the way they bring cognition to bear on behaviour. At much the same 
time, Expectancy-Value Theory and Outcome Expectancy Theory were being explored 
by Eccles and others (Eccles, 1984; Maddux, Norton, & Stoltenberg, 1986; Wigfield & 
Eccles, 2000). Like SCT and self-efficacy, the expectancy-value theory of motivation 
(Eccles, 1984) seeks to explain the behavioural and cognitive determinants of behaviour 
by considering the extent to which an individual expects an outcome is likely and how 
that outcome is valued by the individual. The likelihood of an outcome occurring, 
according to expectancy-value theory, is calculated by the individual using self-ability 
beliefs and expectancy (Wigfield & Eccles, 2000). This determines the degree to which 
one will persist in one’s efforts to achieve a goal. Although Bandura appreciated that 
outcome expectancy plays a role in motivation, he argued that such a conception of 
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Figure 1. Bandura (1997) Efficacy Beliefs and Outcome Expectancy. 
expectation and self-ability are insufficiently precise (1997). Self-efficacy beliefs are 
generated with relation to specific tasks in specific contexts.  
In describing the relationship between self-efficacy and outcome expectancy, 
Bandura (1997) offered a descriptive model of cognitive states in response to the 
interaction of efficacy and expectancy (Figure 1). The figure explains four theoretical 
states that combine strong or weak self-efficacy beliefs with either high or low outcome 
expectancy in a four-quadrant model. For example, weak self-efficacy combined with 
low outcome expectancy will result in motivation characterised by resignation and/or 
apathy. Conversely, high outcome expectancy combined with strong self-efficacy beliefs 
will likely create the most powerful motivations for behaviour.   
Outcome expectancy as a means of explaining the relationship between beliefs 
about efficacy and expectancy about outcomes has solid applicability and, according to 
Bandura (1997), illustrated the role that cognition may play in the way individuals 
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motivate themselves and are influenced by their environments to act in particular 
settings and when facing particular challenges in the pursuit of goals . Outcome 
expectancy is closely related to self-efficacy beliefs, such that Kirsch (1985) argued that 
the two processes had been confused in some experimental designs. Rather than self-
efficacy being mediated by outcome expectancy, Kirsch argued that Bandura’s (1983) 
explanation of self-efficacy in situations of fear and avoidance do not sufficiently take 
into account the thought processes undertaken by people in these settings, thought 
processes which Bandura labelled as self-efficacy beliefs. Kirsch (1985) investigated the 
relative effect of outcome expectancy, self-efficacy and environmental contingencies. 
He demonstrated that a monetary reward may influence a snake-phobic subject’s 
perceived ability to approach a snake, whilst inducements of far greater magnitude had 
little influence over subjects’ beliefs that they could succeed in a skills-based task. The 
experiment was designed to test the interaction between self-efficacy and outcome 
expectancy when there were environmental contingencies, such as task difficulty and 
inducements or rewards. Kirsch (1985) provided a model (Figure 2) which attempted to 
explain the interaction between self-efficacy beliefs, outcome expectancy and the 
environmental contingencies impacting on behaviour. This model combined both 
Bandura’s self-efficacy theory and Rotter’s (1954) social learning theory. It is useful in 
that it accounts for the environmental contingencies which, with self-efficacy, mediate 
outcome expectancy.  
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Figure 2. The interaction between self-efficacy beliefs, outcome expectancy and 
the environmental contingencies impacting on behaviour (Kirsch, 1985). 
In the model described in Figure 2, perceived competence is a facsimile of self-
efficacy and perceived difficulty, combined with perceived competence allow an 
individual to assess the expectancy of success. This expectancy is also moderated by 
environmental factors, including the likelihood and value of reinforcement or reward. 
Kirsch’s (1985) model is significant because it incorporates environmental factors into 
the self-efficacy-outcome expectancy equation of motivation. 
2.3.6 Dimensions of self-efficacy beliefs. 
Bandura (1997) wrote that self-efficacy is “concerned not with the number of 
skills you have, but with what you believe you can do with what you have under a 
variety of circumstances” (p. 37). Self-efficacy is a set of beliefs that gives rise to 
motivation, in the sense that the beliefs are a dynamically constructed and temporally 
related set of sub-skills, which work in concert to influence judgments about 
behaviours. As Bandura emphasised, “different people with the same skills, or the same 
person under different circumstances, may perform poorly, adequately, or 
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extraordinarily, depending on the fluctuations in their beliefs of personal efficacy” 
(Bandura, 1997, p. 37). 
There are three dimensions on which self-efficacy may be measured (Bandura, 
1997). The first is the magnitude or level of self-efficacy. In this regard, an individual 
may judge her or his capability up to a certain degree of complexity or challenge, as in 
“I believe I can run two kilometres, but not three”. This dimension involves assessment 
of self-efficacy in the context of the performance demands. The second dimension is the 
generality of efficacy beliefs. Some people may believe themselves to be highly 
efficacious across a range of goal-directed behaviour in a broad domain, for example “I 
am good at mathematics”. Others may have narrow conceptions of their efficacy in a 
domain: “I’m capable in arithmetic but can’t do algebra”. Similarly, some musicians 
may display skill in playing and be able to improvise and create, whilst equally capable 
musicians may have lower self-efficacy and always require a score from which to play. 
In the second instance, the musicians have lower generality of their efficacy beliefs, 
even though their competence, fine motor skill and training may be identical to virtuosi. 
The third dimension on which self-efficacy beliefs may be measured is strength. As 
Bandura (1997) noted, weak efficacy beliefs are easily extinguished by any of a range of 
adverse inputs: social persuasion, early defeats, obstacles, self-reflection on earlier 
failures, etcetera. Relatively strong self-efficacy beliefs are resilient and provide 
motivation for overcoming adversity and persisting in the face of negative social 
persuasion or earlier failure (Bandura, 1997). 
Bandura (1997) explored the development of the parallel notions of self, agency 
and efficacy from birth to old age. Each of these is socially constructed, in reciprocal 
relationships with behaviour and the environment, and impacted by modelling and 
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observation. The theory is valuable in that is provides the tools to understand the desire 
for control as an important human motivator (Bandura, 1997). 
2.3.7 Applied social cognitive theory. 
The application of SCT to the school setting is of particular interest to this 
researcher. Bandura (1997) considered the relationship between efficacy beliefs and 
school performance, showing how self-efficacy correlates strongly with school 
performance. Perhaps of even more significance is the finding that teacher self-efficacy 
correlates with and may influence student performance (Bandura, 1997). Bandura 
(1997) stated “Teachers who believe strongly in their instructional efficacy tend to rely 
on persuasory means rather than authoritarian control and to support development of 
their students’ intrinsic interests and academic self-directedness” (p.241). Further, in a 
study of 97 schools, Bandura (1993) found that “perceived self-efficacy influences 
performance both directly and through its strong effects on goal setting and analytic 
thinking. Personal goals, in turn, enhance performance attainments through analytic 
strategies” (p. 128). 
2.3.8 Mediation of self-efficacy beliefs. 
Bandura (1997) identified four processes through which self-efficacy beliefs are 
mediated: cognitive, motivational, affective and selective processes.  
2.3.8.1 Self-efficacy beliefs mediated through cognitive processes. 
The first process described by Bandura includes the mediating functions of goal 
setting, forethought and planning. Self-efficacy is either enhanced or diminished by the 
way in which people think about their situations, their environments and their goal 
directed behaviours (Bandura, 1997). For example, teachers may establish plans for 
their students’ success by imagining the capacity of those students and the targets they 
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could achieve if the teachers’ work were effective. Teachers with low self-efficacy 
beliefs may use much the same cognitive processes to foresee that their teaching and 
interventions will not realise improved performances by their students. Such teachers 
may reflect on previous poor performances of their students and attribute their poor 
performances to their own poor practices as teachers. Based on their assessments of the 
classroom situations in front of them, they may predict a poor outcome. This could be 
based on both their negative self-efficacy beliefs and their negative cognition. On the 
other hand, positive cognition, or practices which enact positive cognition can have a 
reciprocal impact on self-efficacy, as each enhances the other. Bandura (1997) cited 
studies which demonstrated that there is power in positive visualisation (a cognitive 
process) to enhance real world performance.  
2.3.8.2 Self-efficacy beliefs mediated through motivational processes. 
Bandura (1997) considered the capacity of humans to imagine future outcomes 
and to be committed to acting to achieve desirable goals. Previous experiences, or more 
specifically, beliefs about previous experiences, are likely to serve as motivating factors 
affecting the likelihood of persisting with goal directed behaviour. Bandura cited 
Attribution Theory (Weiner, 1985), and described the impact that attribution can have 
on motivation and, consequently, self-efficacy. When success is attributed to personal 
ability post facto, self-efficacy is likely to be enhanced. When failure is attributed to 
environmental factors, or a lack of effort, self-efficacy likely is not diminished, and 
persistence may actually increase. People with low levels of self-efficacy in a particular 
domain are more likely to attribute success in that domain to factors beyond themselves 
whilst personalising failure (Bandura, 1997).  
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Motivation, as a mediating effect between self-efficacy beliefs and behaviour, 
can also be impacted by thoughts and beliefs about the rewards to be received by 
achieving a goal. The magnitude, relevance and likelihood of the rewards often 
determine the degree to which the rewards have motivational power. This relates to goal 
theory and how cognition about the goal can enhance or diminish self-efficacy beliefs 
(Appelbaum & Hare, 1996). Locke and Bryan (1960) found that performance on tasks 
and motivation to perform future tasks were enhanced by individuals setting explicit 
goals about their performances. Bandura called this “anticipatory self-regulation” (1997, 
p. 128). 
2.3.8.3 Self-efficacy beliefs mediated through affective processes. 
The mediating effects of affective or arousal states play the role of associating 
affective conditions with beliefs about situational efficacy, and vice-versa (Bandura, 
1997). For example, it is possible for a person to bring attention to bear on a challenge 
and to ‘think’ himself or herself into a state of panic. Affective states can be generated 
by cognitive processes. Bandura (1997) reviewed the way previous theories of 
behaviour had accounted for anxiety and fear arousal, including psychodynamic and 
behaviourist explanations. In doing so, he explored the limitations of such theories as 
they neither account for triadic reciprocal determinism of SCT, nor for self-efficacy 
beliefs about anxiety inducing situations or experiences. Applying SCT to anxiety 
arousal, one’s efficacy beliefs about being able to cope with or control a threat will 
largely determine the level of negative arousal one will experience when faced with that 
threat. This exercise of control is a cognitive process which illustrates the reciprocal 
nature of belief, behaviour, and the environment.  
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2.3.8.4 Self-efficacy beliefs mediated through selective processes. 
People make choices about the environments in which they place themselves, 
thus affecting the types of experiences they will have and the degree of challenge or 
threat they may be required to face (Bandura, 1997). People with high self-efficacy 
beliefs generally are more likely to place themselves in environments where they will 
face relatively difficult or challenging situations (Appelbaum & Hare, 1996). Such 
decisions, in the normal course of events, serve to build and maintain high self-efficacy 
as they reflect on incremental and ongoing successes. Conversely, people with low self-
efficacy are likely to avoid certain situations because of their anticipation that they will 
not be capable or achieve goals in those situations (Bandura 1997). For example, a 
teacher with strong self-efficacy for contributing to a team project likely will volunteer 
to work with colleagues in a group setting. Teachers with weak self-efficacy beliefs in 
that domain will likely foresee anxiety inducing situations in group projects in which 
their deficits may be evident to their colleagues. By selecting not to participate, they 
free themselves from the apprehension, and potentially the realisation, of such failures. 
By examining self-efficacy in terms of the mediating influences of motivation, 
affective states and selection, self-efficacy, as a key aspect of SCT can be applied across 
a broad array of human behaviour and motivation. Bandura (1997) applied SCT to the 
organisational domain, applying the theory’s explanatory power to occupational 
efficacy, professional development, decision making, and leadership. The wide 
applicability of self-efficacy theory confirms its robustness as a tool of social scientists 
enquiring into motivation and behaviour in diverse fields. 
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2.3.9 Collective efficacy. 
Bandura (2002) argued that the combined efficacy of a group of people united 
by a common goal can be more than the net total of the relevant self-efficacy of the 
individuals in the group. As he expressed it, collective efficacy in any culture “is an 
emergent group-level property that embodies the coordinative and interactive dynamics 
of group functioning” (Bandura, 2002, p. 271). Collective efficacy is defined as “a 
group's shared belief in its conjoint capabilities to organise and execute courses of 
action required to produce given levels of attainments” (Bandura, 1997, p. 477). Several 
studies have found a positive correlation between self-efficacy and collective efficacy 
(Bandura, 1993, 2000; Fernandez-Ballesteros, Diez-Nicolas, Caprara, Barbaranelli, & 
Bandura, 2002; Roberts, 1992), although one does not determine the other. In some 
instances, the aggregate measures of self-efficacy of the individuals may over-predict or 
under-predict the group’s attainment (Bandura, 1997). This phenomenon, as well as 
challenges in developing a reliable measure of collective efficacy, indicates the 
challenges associated with defining and isolating collective efficacy as a factor of 
motivation. 
Collective efficacy is a complex, interactive process, which draws on similar 
sources as self-efficacy (Lev & Koslowsky, 2009). The difference is in the mode of 
agency. It is possible for an individual with low self-efficacy for a task simultaneously 
to be a member of a group with high collective efficacy for that task when she or he is in 
a highly effective group or team. Likewise, it is possible for an individual with high 
self-efficacy for a task to be a member of a group or team with relatively low collective 
efficacy for that task when the group is either functioning poorly or is made up of 
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individuals who do not possess the requisite skills, motivation or personal efficacy to 
achieve the group’s goals in a given setting (Bandura, 1997). 
Bandura (1997) explained that there is a relationship between the 
interdependence of a group of people, or the extent to which the outcome of the group is 
reliant upon high levels of cooperation and mutual goal directedness, and collective 
efficacy. He offered the example of the efficacy beliefs of a gymnastics team, wherein 
the overall success was an aggregate of individual performances, compared to a football 
team, for which the collective efficacy is determined by more than the individual 
efficacy beliefs. In a football team, the players must perform interdependently, whilst 
believing in the capabilities of the team to achieve the goal. Thus a measure of 
collective efficacy is derived from both personal efficacy beliefs and a shared belief in 
the capacity of the group to attack a particular challenge with strategy and persistence. 
Collective efficacy is also mediated by the group structure, the nature of the task 
and the level of interdependence required of the team members (Bandura, 1997). 
Interdependence likely impacts on collective efficacy beliefs because of the extent to 
which members of a collective must coordinate their planning and efforts to achieve a 
goal. It is also significant in that, in highly functioning teams, members must attend to 
the complementarity of their own skills and attributes with those of their team mates. In 
a laboratory study into this phenomenon, Katz-Navon and Erez (2005) found that when 
a task demanded high levels of cooperation and a combined effort to coordinate skills, 
collective efficacy became more apparent and more easily distinguished from individual 
self-efficacy. This study was multi-faceted in that both self-efficacy and collective 
efficacy were measured, whilst also varying the degree of team interdependence 
required to achieve the goal. A significant finding from this study was that task 
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interdependence is a necessary condition for collective efficacy as an emergent 
phenomenon in group performance. In their experimental setting they found that 
“shared beliefs about the team transform collective-efficacy into a team-level construct” 
(Katz-Navon & Erez, 2005, p. 438). This helps to explain how the cognitive processes 
which influence efficacy beliefs are influenced and, to some extent determined, by 
social and environmental interactions. Katz-Navon and Erez (2005) explained this in 
terms of team members developing a shared mental map over time, such that this mental 
map guides behaviour and judgement. The authors found that “[w]hen the individual 
members interacted with each other under high task interdependence, collective-efficacy 
transcended the individual perceptions, and a group-level construct solidified” (Katz-
Navon & Erez, 2005, p. 458). These findings are significant in terms of the broader 
understanding of collective efficacy as an aspect of human motivation. In goal directed 
behaviour which requires interaction and cooperation with others, collective efficacy 
emerges as a factor which, in part, may determine the success or otherwise of the 
collective endeavour. Bandura (1997) noted that collective efficacy is analogous to self-
efficacy, sharing similar sources and serving a similar function, but at a collective level. 
A second important contribution by Katz-Navon and Erez (2005) was their empirical 
finding that collective efficacy, perceived during an interdependent task, develops over 
time. Participants cannot make accurate judgements about the efficacy of a group until 
they have observational data on which to make those judgements. The authors found 
that assessments of collective efficacy became more homogenous the longer the 
individuals worked with and observed their team mates. This finding reinforces the 
reciprocal triadic nature of SCT, as the beliefs of the participants are being shaped by 
their environment, by the actions and verbal persuasion of their team mates, and by 
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ongoing outcome expectancies related to the team’s performance. Simultaneously, these 
individual cognitive processes and beliefs contribute to shared beliefs and expectancies 
of the team. 
Bandura (2000) warned against conceiving of group functioning in dualistic 
terms, such as personal agency versus social orientation, or self-centred agency versus 
communality. Such notions misunderstand the reciprocal nature of efficacy beliefs and 
SCT more generally. An individual’s efficacy beliefs are shaped by the collective 
efficacy they experience in a group. At the same time, self-efficacy beliefs contribute to 
an emergent collective efficacy, whilst also being determined by environmental and 
situational cues.  
Measuring collective efficacy in a reliable and robust manner has been called for 
by Bandura (1982, 1993, 1997). Organisational management is explicitly concerned 
with the way people work together and the means by which such processes can be 
improved. A robust framework for the collection and analysis of collective efficacy data 
would be a valuable contribution to this and other fields of behavioural science. 
Bandura (1997) argued that collecting responses from individuals about the efficacy 
beliefs of their group or team may not be sufficiently valid as an empirical methodology, 
without triangulation of data. Also, designing an instrument which seeks a corporate, or 
group devised assessment of efficacy from an entire group may result in data which are 
contaminated due to the coercive influence of the strongest or most influential members 
of the group (Bandura, 1997).  
In studies of collective efficacy there arises a question about the unit of analysis. 
Goddard (2002), in applying collective efficacy measures to school performance, 
explained how the unit of analysis in studies of student self-efficacy and teacher self-
44
  
 
 
efficacy are the students or teachers themselves. In a study of collective efficacy, 
however, the unit of analysis is the group. Goddard noted that earlier measures of 
collective efficacy were “the combination of individual-level perceptual measures” 
(2002, p. 98). He found that variability of efficacy perceptions within a school was not a 
good predictor of student achievement among schools. Goddard supported the use of 
“central tendency measures in the empirical analysis of collective efficacy” (2002, p. 
99). He further explained that the mean of the responses from the group is both a 
predictor of student achievement and a measure of the influence of the collective 
efficacy generated by the group. Bandura (2006) provided a process for the 
development of scales to measure collective efficacy that aggregated team members’ 
individual assessments of the group’s efficacy in domain specific tasks. 
The construct, collective efficacy, is a key feature of SCT as it closely related to 
self-efficacy, agency in a collective situation and the reciprocal effects of cognition, the 
environment and behaviour. 
2.3.10 The agency of self in SCT. 
Ferrari et al. (2010) in assessing the contribution of Bandura to the field of social 
psychology, described how Bandura stressed the centrality of personal agency to 
motivation and behaviour, “in the fuller sense of personal agency within a social 
environment or cultural context that is personally meaningful and that one acts to help 
create” (p. 111). The notion that humans can exert influence over their internal and 
external environments through cognition and action, making personal agency a key 
feature of SCT (Bandura, 1999). This active definition of cognition accounts for an 
individual’s capacity to grow and adapt in adverse and complex environments. 
Individuals, through their self-generated cognition, have the power to exert influence 
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over their beliefs, behaviours and environments to serve a diverse range of ends. As 
Bandura (1999) wrote, “[t]houghts are not disembodied, immaterial entities that exist 
apart from neural events. Cognitive processes are emergent brain activities that exert 
determinative influence” (p. 4). In this way, thoughts give rise to action which impacts 
on the environment, our future cognitions and our behaviours. 
Bandura (2001) identified four core features of human agency. They are 
intentionality, forethought, self-reactiveness and self-reflectiveness.  
Intentionality – the decision by the actor, to initiate an action. In this respect it 
can be seen as the conception of a future outcome and the desire to bring that outcome 
about. In collective situations, the intention to act, and some consensus about the goal, 
may be shared among the actors. 
Forethought – this part of the agentic sequence involves the power of 
imagination and representation, as an individual conceives the outcome in some detail, 
along with the steps required to achieve the outcome. Planning ahead is a cognitive 
capacity shared by a number of higher order animals, but humans, through their 
complex consciousness, are able to bring this imagination to bear on current goal 
directed activities.  
Self-reactiveness - This allows for self-regulation and persistence in the face of 
longer term goals. Agency involves the capacity to make continuous, evaluative 
judgements about how behaviour moves one closer to, or further from, desired 
outcomes. These judgments are not only about the success, or otherwise, of the 
incremental steps towards the goal, but also measurements of those steps against 
personal and social standards. 
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Self-reflectiveness – this accounts for the ongoing conscious reflection on the 
place of behaviours in the broader goals of an individual. Once a behaviour has been 
executed, it is evaluated and becomes an ingredient in future reciprocal determinism. 
Importantly, this self-reflectiveness shapes an individual’s self-efficacy beliefs – a key 
component of SCT. 
According to Bandura (2001), agency operates in three modes. Personal agency 
refers to an individual’s ability to directly impose change and exercise control over her 
or his environment through his or her behaviour. In many day-to-day interactions people 
exercise this type of agency involving intentionality, forethought, reactiveness and 
reflection. However, as Bandura (2001) explained, we are not always able to exert 
personal power to meet our needs. In many of these instances, we invest our agency in 
proxies who, on our behalf, use their power to achieve an outcome which assists us to 
meet our needs. Examples of proxy agency include employees who join unions and 
guilds to negotiate on their behalf, or citizens in a democracy who look to their elected 
officials to govern and manage in a way which benefits the community and whose 
efforts most closely align with the individual’s needs. In work settings where one is 
required to contribute and collaborate as part of a work team, it could be argued that an 
individual may invest proxy agency in her or his colleagues to help achieve the team’s 
goals. However, Bandura pointed out “[p]roxy agency relies heavily on perceived social 
efficacy for enlisting the mediative efforts of others” (Bandura, 1999, p. 13).  
Collective agency requires a “socially interdependent effort”(Bandura, 1999, p. 
13), which is built on some degree of shared goals, a consensus around the strategies 
required for achieving those goals and collective effort. Collective agency is the goal 
directed action of a collective shaped by their collective efficacy beliefs. In this sense, it 
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is the activation of collective efficacy beliefs. There needs to be a shared belief in the 
efficacy of the group and subscription to some group norms or standards by which 
behaviours or strategies are measured. Bandura (2001) linked collective agency to the 
likelihood of success, stating: “the stronger the perceived collective efficacy, the higher 
the group’s aspirations and motivational investment in their undertakings, the stronger 
their staying power in the face of impediments and setbacks, the higher their morale and 
resilience to stressors and the greater their performance accomplishments” (Bandura, 
1999, p. 14). Although notions of collective agency and collective efficacy have 
valuable explanatory power, it is important to remember that in SCT these macro 
phenomena are still mediated through an individual cognitive system which processes 
behaviours, past, present and future, in an environment and exerts influence over that 
environment (Bandura, 1997). As Bandura wrote “[a]lthough the self is socially 
constituted, by exercising self-influence human agents operate generatively and 
proactively, not just reactively, to shape the character of their social systems” (Bandura, 
1999, p. 15). 
2.3.11 SCT as a universal model for human behaviour. 
Bandura’s SCT has found application in diverse fields of enquiry (Bandura, 
2002). One of the tests of the quality of a theory or construct is its replicability and 
generalisability. Bandura explored how reciprocal determinism and notions of self-
efficacy and agency were manifest in different cultures. He explored the idea that 
psychosocial motivation, agency and behaviour are situated in cultural contexts and 
cannot be fully understood in terms removed from the cultural milieu.  
Although Bandura (2002) warned against simplistic and dualistic approaches to 
behaviour and motivation (such as nature versus nurture) he conducted his analysis of 
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the cross-cultural applicability by identifying cultures as either those which are 
collectivist in nature or those which are individualistic (Bandura, 2002). For this he 
drew on the work of Geert Hofstede (1984) who analysed variations in the approaches 
to work of approximately 177 000 IBM employees working in diverse cultures across 
Europe, Asia and the Americas. Hofstede distinguished between those cultures which 
were collectivist and those which were individualist and developed a model of cultural 
analysis which considered four (and later five) dimensions of motivation and behaviour 
in cultural settings. The pertinent dimension for Bandura’s investigation of efficacy and 
agency was the dimension of individualism versus collectivism. In a later essay on his 
own study, Hofstede defined individualism and collectivism thus: “Individualism 
pertains to societies in which the ties between individuals are loose: everyone is 
expected to look after himself or herself and his or her immediate family. Collectivism 
as its opposite pertains to societies in which people from birth onwards are integrated 
into strong, cohesive in-groups, which throughout people's lifetime continue to protect 
them in exchange for unquestioning loyalty” (Kim & Hanʼguk Simni, 1994, p. 51). 
Bandura (2002) applied the dichotomy of individualistic and collectivist cultures 
to test the hypothesis that generalisations about self-efficacy and beliefs about agency 
are more reliable than trait generalisations based on ethnicity. His work supported the 
hypothesis and Bandura stated “[h]uman behaviour is socially situated, richly 
contextualised and conditionally expressed” (Bandura, 2002, p. 276). These 
determinants of behaviour have a more powerful predictive value than cultural or ethnic 
traits. All the cultures examined exhibited similar expressions of personal, proxy and 
collective agency. They were, however, expressed in different ways across different 
cultures. Bandura (2002) found that individuals in some cultures may be more or less 
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inclined towards personal, proxy or collective agency, depending upon their ethnic 
traits, socialisation and geography. 
Rather than explaining behaviour in terms of racial, ethnic or biological 
determinants, Bandura (2002) argued that nature and culture are ‘potentialist’ rather than 
‘determinist’. That is, individuals, due to their genetic inheritance and socialisation, 
have the potential to act this way or that. This becomes a component of cognition in a 
given situation and exists in reciprocal influence with behaviour and the environment in 
which the individual is acting. 
Collective efficacy and agency are useful tools for explaining political 
motivation and action. Bandura (1997, p. 482) explained political participation in terms 
of the efficacy beliefs of the citizen. The more an individual believes in his or her 
efficacy through proxy agency, the more likely he or she will be motivated to engage in 
a political process. High levels of self-efficacy belief combined with positive outcome 
expectations and positive experiences of collective or proxy agency likely result in a 
desire to participate lawfully in a political process. Low levels of self-efficacy and 
previous poor experiences of proxy or collective agency likely result in political 
disengagement. Strong self-efficacy beliefs for political action, combined with 
experiences of failed proxy-agency could result in less lawful, more civilly disobedient 
behaviours, or more direct involvement in political activism. Bandura (1997) suggested 
that these phenomena can be observed in any cultural setting and that the social 
cognitive variables will be the powerful levers of motivation and behaviour. Social 
structures and personal agency are interdependent and are co-creators of each other.  
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2.3.12 SCT and organisational theories. 
SCT as an overarching theory to explain human motivation and has been applied 
to contexts relevant to organisational psychology and management theory (Kane, 1996; 
McCormick, 2001; Waldman, Balthazard, & Peterson, 2011). McCormick (2001) 
applied SCT to the phenomenon of leadership. He explained leadership as both a 
cognitive experience and a socially mediated process which is concerned with self-
efficacy beliefs and self-confidence. Traditional leadership literature listed self-
confidence as a nebulous quality recognised as important in leadership that requires a 
more robust treatment (Popper, 2007; Shelley & Edwin, 1991). That is, self-confidence 
has not been investigated in terms of determinants, processes and effects. In the absence 
of a theoretical framework within which to situate 'self-confidence' McCormick applied 
the triadic reciprocal deterministic model of SCT to this aspect of leadership. 
McCormick (2001) suggested that self-confidence is a personality trait, whilst self-
efficacy is situationally determined. He posited a model with which to explore self-
efficacy as a concept explaining leadership. 
In reference to Bandura (1997), McCormick defined SCT as "an integrated, 
causal perspective in which social influences operate through self-processes that 
produce the actions. The self-system is not merely a conduit for external influences, as 
structural reductionists (behaviorists) might claim ... Moreover, human agency operates 
generatively and pro-actively rather than just reactively" (McCormick, 2001, p. 6).  
In a leadership context, according to McCormick (2001), the three components 
of SCT are expressed as: 
1. leader cognitions - thoughts and feelings about leadership and particular 
goals, situations, especially cognition about self-efficacy; 
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2. leader behaviours - this is the goal directed and people directed behaviours 
which move an organisation forward in its mission; and 
3. leadership environments - SCT in the leadership domain underpins a clear 
desire to impact upon the environment within which leadership is exercised. 
McCormick (2001) explored how a model of self-regulation can further 
illuminate self-efficacy for leadership. As leaders self-regulate their thoughts, cognitions 
and feelings about goals and situations they can improve or impair their self-efficacy. 
McCormick’s (2001) model provided a functional definition of leadership self-efficacy 
as “one's self-perceived capability to perform the cognitive and behavioural functions 
necessary to regulate group process in relation to goal achievement" (p. 30). 
2.3.13 SCT and the construal of self. 
It is useful to consider the relationship between SCT and research in the area of 
self-construal. This field is concerned with how the self is understood in various 
collective and cultural settings (Brewer & Chen, 2007; Kitayama & Park, 2010; Markus 
& Kitayama, 1991). Studies such as these sought to bring clarity to the processes 
impacting on how individuals conceive of themselves in situations requiring 
interpersonal cooperation. Markus & Kitayama (1991) suggested that culture plays a 
mediating role in how people conceive of themselves and relate to others in general 
terms. They asserted that, in some cultures, individuals see themselves as predominantly 
independent, whilst in other cultures a people are more likely to understand themselves 
in interdependent terms, that is, in mutually obligatory relationships with other. Markus 
and Kitayama (1991, p. 226) defined independent self as “a conception of the self as an 
autonomous, independent person”. An interdependent self-construal is where “the self 
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becomes most meaningful and complete when it is cast in the appropriate social 
relationship” (1991, p. 227). 
Markus and Kitayama’s (1991) original study of cultural psychology, which 
proposed a framework of independence and interdependence, focused primarily on the 
contrast between European American middle class and Japanese middle class. Recent 
work in this area has brought to the fore a more nuanced understanding of the mediating 
role of culture in self-construal (Matsumoto, 1999; Oyserman, Coon, & Kemmelmeier, 
2002). From the point of view of human motivation, research such as that conducted by 
Oyserman et al., (2002), has shown that self-construal is not confined to a culturally 
predetermined schema and that individuals can operate in both independent and 
interdependent ways in different situations depending upon environmental conditions 
and other motivations. Matsumoto (1999) contended that the original Markus and 
Kitayama (1991) framework for cultural psychology lacked sufficient empirical 
evidence and that the studies on which the framework was based had not been 
thoroughly replicated. Although the individualistic and collective biases have been 
found at statistically significant levels in American and Chinese subjects respectively, 
self-construal, like beliefs about self-efficacy are, at least partially, situationally 
determined. For example, the effect of cultural schemas is not as powerful as 
environmental factors to determine whether individuals will behave in independent or 
interdependent ways in group settings (Brewer & Chen, 2007; Hanham & McCormick, 
2009).  
Hanham and McCormick (2009) tested the role played by self-construal and 
self-efficacy in a classroom setting, measuring the relative achievement of student 
groups based on whether students were grouped according to pre-existing friendships 
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(in-groups or friendship groups) or based on less tight relationships (acquaintance 
groups). Hanham and McCormick (2009) sought to identify relationships between self-
construal and self-efficacy for certain types of classroom group work behaviours. The 
authors found that the self-reported attitudes of students to group work tasks were 
influenced by the nature of the self-construal that was activated at the time of the task. 
Self-efficacy beliefs likely mediated these self-reported attitudes, as did a student’s 
relationship with members of the group with which the student was required to work.  
Whilst acknowledging the limitations of a framework which operates on a 
dichotomous system such as independence and interdependence, the concept of self-
construal, as described by Hanham and McCormick (2009) provides a useful adjunct to 
SCT and bears out the reciprocal, triadic relationship between the environment, 
cognition and behaviour. In the present study, professional collaboration as a 
phenomenon may be impacted upon by a diverse set of cognitive constructs including 
self-efficacy and collective efficacy beliefs, attribution, and beliefs about the self in 
relation to personal and collective agency. 
2.3.14 Criticism of Bandura’s SCT. 
There are a number of criticisms of the social cognitive model of human 
behaviour, and self-efficacy specifically. Two examples are given to illustrate. Kardong-
Edgren (2013), in writing about the application of self-efficacy in nursing education 
described a situation in which students with high self-efficacy for nursing tasks 
regularly underperformed because of an abundance of misplaced confidence in their 
own capability. She asserted that self-efficacy theory does not adequately account for 
erroneous self-efficacy beliefs and how verbal persuasion and vicarious learning might 
inflate these beliefs unduly, impact performance, and distort self-concept. The second 
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critique comes from the field of control theory. Vancouver (2012) alleged that Bandura’s 
framework was expressed in natural language that is not sufficiently robust and testable. 
Vancouver (2012) highlighted a similar concern to Kardon-Edgren (2013) that self-
efficacy can be miscalibrated. He also claimed that the theory requires language that is 
precise and measurable in experimental and other settings. 
2.3.15 The Application of SCT to educational settings. 
As Berlyne predicted in 1975, the psychological sciences were moving towards 
a unifying theory of behaviour which accounted for the powerful influences of 
environment, cognition and behaviour (Berlyne, 1975). The advent and thorough 
investigation of SCT has given a broad range of researchers the tools with which to 
enquire into human behaviour in almost every avenue of life, including education 
(Bandura, 1997).  
It is widely accepted that the engagement and achievement of students in a 
school setting is one of the key determinants of positive life outcomes for people 
(Abbott-Chapman et al., 2014). A 2010 study of over 9000 people in 24 countries with 
different cultural settings found that quality of life outcomes (e.g., health, relative 
income, etcetera) were correlated with education level (Skevington, 2010). For those 
with low levels of education, it made little difference if they were located in a poor, 
developing country or an affluent, developed country; the life outcomes were similarly 
affected by level of education.  
In Australia, a focus on school and teacher improvement has been linked to 
national prosperity and wellbeing. The Australian Education Act (2013) states, in its 
preamble “[a] high quality and highly equitable Australian schooling system will … 
create a highly skilled, successful and inclusive workforce, strengthen the economy, and 
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increase productivity, leading to greater prosperity for all” (p. 1). The policy direction 
which aimed to enact these national aspirations was contained in a document which has 
become known as ‘The Melbourne Declaration’ (2010). The ‘Melbourne Declaration’ is 
a broad, aspirational document, developed by the Council of Education Ministers from 
each state in the Australian federation and the Federal Government. It states: “Excellent 
teachers have the capacity to transform the lives of students and to inspire and nurture 
their development as learners, individuals and citizens” (Barr et al., 2008, p. 11). Public 
education policy framed by the goals in ‘The Melbourne Declaration’ have placed 
teacher development and school improvement as high priorities for Australia. One 
product of the Declaration has been the implementation of national standards for teacher 
quality, developed by the Australian Institute for Teaching and School Leadership 
(AITSL, 2012). Strand 7 of the Australian Professional Standards for Teachers concerns 
engaging professionally with colleagues and the community. One of the standards 
within this strand reads: “Participate in professional and community networks and 
forums to broaden knowledge and improve practice” (AITSL Standard 7, 2012). These 
national policies and professional learning resources all acknowledge the relationship 
between teacher performance and student achievement. Similar systems of teacher 
improvement exist in other developed and developing countries including the United 
States of America (Our Future, Our Teachers, 2011) and Great Britain (The Importance 
of Teaching, 2010). These plans for teacher improvement reference the important roles 
played by teachers, their practice and their capacity to reflect and grow as educators.  
The research history and robustness of SCT has seen its application to the study 
of student achievement, teacher performance and school and system analysis (Adams & 
Forsyth, 2006; Fancera, 2009; Fletcher, 2016; Goddard, 2001; Moolenaar, Sleegers, & 
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Daly, 2012; Schumacher, 2009; Wang et al., 2017). The theory, when applied to the 
classroom achievement setting, provides the tools for considering how individual 
cognition related to the self and to learning (including efficacy beliefs and cognition 
about agency) is shaped and mediated by the environment, by collective efficacy 
beliefs, and by the expression of collective agency. This dynamic arguably can be 
applied to the student, the teacher, groups of teachers, groups of students, and school or 
district educational communities. As has been described, SCT is based on triadic 
reciprocal determinism, whereby the elements of cognition, behaviour and the 
environment influence may affect each other in a bidirectional manner. In an 
educational setting, such an analysis of these impacts can potentially yield important 
insights into learning at all levels and into the impact of teachers on student 
achievement. Such insights can frame and resource processes of teacher education, 
professional learning and systemic planning to improve student outcomes (e.g.,  Pace & 
Aiello, 2016). 
Bandura (1997) noted that self-efficacy beliefs are vital in the development of 
cognitive competencies necessary for academic success. He identified three main 
sources of self-efficacy in a classroom setting: student self-efficacy, teacher self-efficacy 
and faculty collective efficacy (Bandura, 1997, p. 214). 
Goddard (2001, p. 467) defined teacher collective efficacy as “the perceptions of 
teachers in a school that the faculty as a whole can execute the courses of action 
necessary to have positive effects on students”. He also argued that it was a 
psychological construct that deserved more attention in the area of teacher psychology. 
Likewise, Bandura (1997, p. 468) argued that “although perceived collective efficacy is 
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widely recognized to be highly important to a full understanding of organizational 
functioning, it has been the subject of little research".  
Teams of teachers in faculties are arguably semi-autonomous work teams 
(Cohen & Bailey, 1997). Their duties are described by curriculum documents and 
directed by a supervisor, but there is, in most cases, autonomy about how the team goes 
about achieving its goals and how team members within their classrooms manage 
learning.  
2.3.16 Student self-efficacy beliefs. 
Strong self-efficacy beliefs are considered essential for a good quality of life, as 
these beliefs determine the goal setting in which one engages, as well as the degree to 
which one persists in the face of adversity or challenge (Bandura, 1997). Bandura 
(1997) explained that self-efficacy beliefs are situation specific and are the thoughts and 
beliefs individuals have that help them anticipate positive consequences which result 
from their actions and efforts. In this sense, they are generated in forethought, but are 
shaped by mastery experiences, vicarious experiences, verbal persuasion and physio-
emotional arousal (Bandura, 1997). 
Research has yielded correlations between student self-efficacy and performance 
at university (Gore, 2006; Wolters & Hussain, 2015), classroom learning (Parker, 
Marsh, Ciarrochi, Marshall, & Abduljabbar, 2014; Schippers, 2012) and student 
engagement (Linnenbrink & Pintrich, 2003; Valle, Regueiro, Rodriguez, Pineiro, & 
Freire, 2015). Collins (1985) demonstrated experimentally that self-efficacy beliefs are 
distinct from aptitude or cognitive skill. Collins (1985) found that students who 
possessed high levels of self-efficacy for solving problems (of a mathematical nature) 
were able to solve problems at a faster rate and with greater persistence, resilience and 
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accuracy than students of similar ability who reported lower levels of self-efficacy for 
solving problems. This self-efficacy could be isolated and measured as an emergent 
cognition which was distinct from measures of students’ actual ability. Collins showed 
that this cognitive process operated similarly in students at various levels of academic 
ability. Similar results were found by Skaalvik, Federici, and Klassen (2015). Their 
study produced a regression model and path analysis that showed self-efficacy was a 
strong predictor of mathematics achievement and that it “has been shown to predict 
subsequent achievement” (p. 134). An application of SCT to this phenomenon suggests 
that, for academically successful students and unsuccessful students alike, their previous 
mastery experiences, vicarious experiences, influences in their environment, and their 
affective and physiological responses to these, created a cognitive process which 
resulted in enhanced self-efficacy. Consequently, students attributed their success to 
their own effort and determination.  
2.3.17 Attribution theory and academic self-concept. 
Attribution beliefs are an important subset of cognition relating to self-efficacy 
(Bandura, 1997, p. 84). Attribution Theory (Weiner, 1985) posits that beliefs about the 
causes or sources of one’s successes and failures may affect future cognition about that 
type of achievement. By ascribing causal relationships between internal and external 
experiences and outcomes in goal related behaviours (attributions), individuals make 
assessments, using cognitive processes such as judgement, reflection and foresight to 
explain reasons for success or failure. The properties of attributional thinking identified 
by Weiner (1985) include the locus of causality, the stability of the causes and the 
controllability of the causes. These properties have been applied to cognition about 
achievement in educational settings (Zhou & Urhahne, 2013). They generally make 
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either internal or external attributions for their successes or failures. Students generally 
also attribute causes of their successes or failures to stable or unstable (changeable) 
causes. Students tend to assess whether the cause can be controlled by their own 
intention and action. In a classroom setting, a student who has failed a learning task may 
attribute that failure to an external cause: the teacher. He or she may consider that, for 
the next several terms of classes at least, that teacher is likely to remain, thereby being a 
stable cause of failure in the intermediate term. The student may also judge that the 
performance of the teacher is beyond the control of the individual student. In this 
example, if students believe their teacher is incompetent, they may attribute the cause of 
failure to an external, stable and uncontrollable source over an intermediate time period. 
According to Weiner (1985), this can give rise to an affective experience of helplessness 
and anger.  
An alternative attribution in a similar situation of a student failing a learning task 
may present itself as an internal, unstable and controllable cause of failure. A different 
student, through reflection and evaluation, may attribute his or her failure to an internal 
cause: poor preparation. He or she may also judge that such a condition is out-of-
character for him or her, allowing for the cause to be unstable, an aberration of normal 
preparation for tests or assessments. She or he may also believe that such a poor practice 
is controllable in the future with better planning and commitment. Hunter and Barker 
(1987) found that students who attributed their successes to effort and determination 
were more likely to succeed than those who believed their successes were caused by a 
factor beyond their control, such as luck, innate ability or the quality of their teacher. In 
this sense, students who believe the source of success if internal, unstable and 
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controllable can develop more positive cognition about their learning, as well as 
enhance their self-efficacy beliefs. 
In terms of the relationship between attribution beliefs and self-efficacy beliefs, 
Bandura (1997, pp. 124-125) explained: “[p]erceived self-efficacy mediates the effect of 
causal attributions on performance across such diverse activities as academic 
performances.” 
A link has been identified between students’ attributions of their successes or 
failures and the behaviour and judgments of their teachers. Zhou and Urhahne (2013) 
found that underestimation of student performance was related to low expectancy for 
success, more anxiety about tests, and low academic self-concept. The authors showed 
that students generally take their cues about attribution from teacher feedback, even 
when that feedback was faulty. The relationship between self-efficacy and attribution 
theory, as applied by Zhou and Urhahne (2013), suggests that students develop beliefs 
about their efficacy in a given situation in part by how they attribute the causes of their 
achievement. This is different from Bandura’s (1997) explanation of the mediating role 
of efficacy beliefs in forming attributions, as Zhou and Urhahne (2011) argued that 
situational self-efficacy is mediated by attribution. Their study analysed the attributions 
of students who, in an experimental setting, had their achievement underestimated by 
their teachers. These students were more likely to attribute their failure to internal, 
stable causes. They attributed their successes to external, uncontrollable causes. This 
also impacted on their beliefs about their self-efficacy. Self-efficacy and attribution are 
cognitive process that are apparently closely related. 
In student learning, as in other domains where SCT may be applied, self-efficacy 
is situated in the goal directed behavioural contexts within which students work. A 
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student may have strong self-efficacy beliefs for literature analysis, but weak self-
efficacy beliefs for athletics. Ferla, Valcke and Cai (2009) tested if academic self-
efficacy was a separate conceptual and empirical phenomenon from academic self-
concept. They found that, in relation to mathematics learning, not only is self-concept a 
distinct construct, but, in their study, academic self-concept was a better predictor for 
affective motivational variables, while academic self-efficacy remained a stronger 
predictor of academic achievement.  
Three sets of cognitive processes, all of which are impacted upon by internal and 
external environmental factors, appear to impact on student learning. These are 
academic self-efficacy, academic self-concept and academic motivation. Akomolafe et 
al., (2013) measured the relative influence of each of these variables on achievement, 
and found that self-efficacy had the best predictive value, followed by academic self-
concept and finally, academic motivation. Although not included in this study, it would 
be valuable to conduct an analysis to determine if academic motivation is, in fact, a 
product of self-efficacy, self-concept, and outcome expectancy.  
SCT, as it applies to student achievement, provides an important framework for 
teachers enquiring into how to create an effective learning environment. 
2.3.18 Teacher self-efficacy beliefs. 
Another avenue of research is an investigation of the sources of teacher self-
efficacy beliefs and the impact of these beliefs on student self-efficacy and student 
learning (Klassen & Tze, 2014). Bandura (1997) described various consequences of 
weak self-efficacy for teaching. Such beliefs could result in teachers resorting to 
behaviours which are less productive for learning, such as disengagement, low 
commitment to students and the profession, and emotional distress. Therefore, it would 
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appear in the best interest of teachers, school leaders and school communities that 
teachers develop themselves and nurture healthier self-efficacy beliefs about their 
teaching by engaging in mastery experiences, having vicarious experiences of success, 
and being supported in their professional relationships. 
Caprara, Barbaranelli, Steca, and Malone (2006) studied the impact that teacher 
self-efficacy had on job satisfaction and on student performance. In reviewing the extant 
literature, the authors summarised the relationship between self-efficacy beliefs and the 
various factors at work in the dynamic of teaching and learning. The authors found 
ample literature showing that the vast array of critical teacher functions, from classroom 
management to meeting the diverse needs of learners, were all correlated with teacher 
self-efficacy beliefs for each of the teaching tasks and processes (Caprara et al., 2006, p. 
474). Marjolein Zee and Helma M. Y. Koomen (2016), in a synthesis of 165 articles 
over 40 years of research into teacher general self-efficacy found that the construct 
played a critical role in “student academic adjustment, patterns of teacher behaviour and 
practices related to classroom quality, and factors underlying teachers’ psychological 
well-being, including personal accomplishment, job satisfaction, and commitment” (p. 
981). The authors also found poor teacher self-efficacy was related to teacher stress and 
burnout. As such, teacher self-efficacy appears important to researchers and 
practitioners in understanding the motivation and efficacy of teachers. Bandura (1997) 
argued against the notion of general teacher self-efficacy because of the domain specific 
nature of the beliefs teachers hold about their capabilities. For example, a teacher may 
have strong belief in their ability to teach mathematics to primary school students, but 
simultaneously have weak belief in their ability to teach mathematics to high school 
students. In the present study, self-efficacy relates to specific tasks and goals, rather than 
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a general belief. In considering the application of measures of teacher self-efficacy in a 
Turkish setting, Erdem and Demirel (2007) clarified the difference between measures of 
teacher efficacy belief, which are generalised measures of a teacher’s belief that she or 
he can improve student learning, and measures of teacher self-efficacy belief, which 
require “assessments of their competence across a wide range of activities and tasks 
they are asked to perform” (Erdem & Demirel, 2007, p. 583). This important distinction 
reinforces the understanding that self-efficacy beliefs are situated in specific goal 
directed behaviours. 
 
The study of over 2000 teachers in Italy (Caprara et al., 2006) was significant 
from an SCT perspective, as its conceptual model considered the triadic, reciprocal 
relationship between teacher self-efficacy beliefs, teachers’ satisfaction with their jobs 
and student performance over time. They found that “the contribution of teachers’ 
aggregated self-efficacy beliefs on a global indicator of school functioning, the average 
grades of students at the end of junior high school”, was statistically significant. Further, 
they demonstrated that higher levels of beliefs about self-efficacy were associated with 
greater job satisfaction. They also found that teachers’ self-efficacy was associated with 
student performance. This aligned with Bandura’s (1997) argument that mastery 
experiences, and vicarious mastery experiences are powerful contributors to self-
efficacy beliefs. This study also identified the active role played by the environment in 
shaping cognition, and also that cognition, particularly self-efficacy beliefs, can affect 
the environment (by way of student performance). 
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2.4 Collaboration and Team Theory 
Collaboration has emerged as an important construct for examining goal directed 
behaviour in groups (Bedwell et al., 2012; Ødegård & Bjørkly, 2012; Thomson, Perry, 
& Miller, 2007; Trickett & Espino, 2004). However, there appears to be little consensus 
in the literature about what is meant by collaboration. For example, Taylor, Hallam, 
Charlton, and Wall (2014, p. 33) asserted that “productivity is the most important 
attribute of collaboration” and that “collaborative teams [in schools] … are a 
management strategy designed to improve instruction” (p.47). Pluta, Richards, and 
Mutnick (2013) identified collaboration as a team based competency. Shelbourn, 
Bouchlaghem, Anumba, and Carrillo (2007, p. 363) argued that six areas need to be 
addressed for collaboration to occur: vision, engagement, trust, communication, 
processes and technology. Bedwell et al. (2012, p. 129) noted that “depending upon the 
specialization of the authors, the same term could refer to different forms of 
interactions, providing little, if any, construct clarity”. A review of the literature 
concerning collaboration revealed a synthesis of disciplines including social 
psychology, cognitive science, management, communications, education, sociology and 
anthropology (Bedwell et al., 2012). Each of these disciplines provide insights and 
useful perspectives from which to examine collaboration and teamwork. 
Senge (2006) identified shared vision building and team learning as two of five 
disciplines required for creating a ‘learning organisation’. In the popular management 
literature of Steven Covey (1990), many of the habits identified as common to highly 
effective people relate to creating and maintaining teams and ‘synergizing’ to achieve 
goals with teams. Studies of collaboration have been conducted in diverse fields such as 
tourism operations (Lee & Ramayah, 2011), the military forces (Strang et al., 2011; 
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White, Lyons, & Swindler, 2007), music performance (Sawyer, 2006), commercial 
supply chains (Ramanathan, 2014), science (Shrum, Chompalov, & Genuth, 2001), in 
nursing (Banerjee, 2011), and in the mining sector (McDonald & Young, 2012). Across 
the literature related to collaboration, the term is variously applied to cooperation 
between organisations (inter-organisation collaboration) and to cooperation among 
entities and individuals within an organisation.  
Schrage (1990) stated that “collaboration is the process of shared creation: two 
or more individuals with complementary skills interacting to create a shared 
understanding that none had previously possessed or could have come to on their own. 
Collaboration creates a shared meaning about a process, a product, or an event” (p. 40). 
Although this definition is useful in a descriptive sense, it does not easily lend itself to 
empirical measurement of ‘complementary skills’ or ‘shared meaning’. Schrage’s 
(1990) definition does resonate with SCT in so far as it acknowledges the reciprocal 
relationship between individuals and their environments, including other individuals 
with whom they work. This definition does point to the important idea of the co-
construction of knowledge located in a particular context. Schrage’s concept of ‘shared 
meaning’ cannot come into being without it being situated in process, product or event, 
as this is the environmental context in which the shared mental model is situated. 
The concept of a shared mental model as a component of collaboration is 
explored in social/cultural cognition (Tomasello & Herrmann, 2010). According to 
Tomasello and Herrmann (2010), cultural cognition is the set of human cognitive skills 
that allow for the emergence of shared intentionality, collaborative engagement and the 
creation of complex symbolic systems for the representation and communication of 
mental states.  Tomasello, Carpenter, Call, Behne, and Moll (2005) suggested that 
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‘shared intentionality’ is a defining characteristic of the human species and that it 
distinguishes humans from other life forms. The authors explained this notion of shared 
intentionality in terms of creating and using a common cultural discourse and the ability 
to communicate mental states, intentions and desired outcomes, and interpret such 
messages from others. This forms the basis of cultural cognition. Tomasello et al. (2005) 
applied Bandura’s SCT to cultural cognition, such that there is a reciprocal triadic 
relationship between individuals and their goals, another person or people and their 
goals, and the behaviours required to achieve the goals that are shared. By examining 
the behaviours of infants, as they learnt collaborative and cooperative behaviours, 
Tomasello et al. (2005) proposed a model of collaboration which was built on twin 
foundations of SCT and cultural cognition, thus demonstrating the contribution SCT can 
make to describing human motivation in team settings. 
A collaborative team, therefore, is a collective made up of members who 
coordinate their resources and efforts to achieve a shared goal. The cognitive processes 
which contribute to the success or otherwise of an individual’s participation in 
collaborative work can be framed in terms of SCT (Bandura, 1997). People who work in 
a successful collaborative team exercise collective agency in the sense that, as a 
collective, they share and enact their efficacy beliefs about the team’s capability to 
achieve its ends. Collaboration may also be seen in terms of proxy efficacy, in that 
individuals may believe that the collaborative effort of the collective will assist them to 
achieve their individual goals. Looking more closely at the components of these 
cognitive processes, Atkinson (1999) identified personal experience, free will, self-
reflection, and self-perception as contributing significantly to the nature and success of 
collaboration. The first of these, personal experience, aligns with the notion of mastery 
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experience, in that it contributes to self-efficacy beliefs (Bandura, 1997). Atkinson 
(1999) posited that successful collaboration could be hampered by a lack of stakeholder 
experience. She explained the role played by volition or free will. In terms of SCT this 
can be understood as individuals being motivated to engage in collaborative activity and 
exercising their personal agency to do so. This aspect, according to Atkinson (1999), 
can be hamstrung by a range of socio-psychological impediments such as cultural or 
political differences, lack of a common vision or interpersonal distrust. Self-reflection is 
the third concept impacting on collaboration in Atkinson’s (1999) work. Earlier in this 
review, attention to cognition was identified as being necessary for the development of 
self-efficacy (Bandura, 1986). Although self-reflection and attention are different 
cognitive processes, both authors have pointed to the role played by metacognition in 
motivation and behaviour. The attention that people pay to their experience in a 
collective and the way they reflect on their experience in a collective will impact upon 
their motivation and self-efficacy. Drawing on self-efficacy theory, Atkinson wrote “the 
extent of exerted effort or will [in collaboration] is contingent upon a person's beliefs in 
given tasks” (1999, p. 176) meaning that the cognition about a task will be related to the 
effort invested in the collaboration for the task.  
Richards, Elliott, Woloshyn, and Mitchell (2001) found that negotiation was a 
key element of the process of collaboration, arguing that the work of goal-directed 
teams was shaped by negotiation about the tasks and roles to be fulfilled. “Collaboration 
requires that partners negotiate project goals, methodologies, tasks, conclusions, and 
dissemination of results” (Richards et al., 2001, p. 7). An uncritical approach to 
negotiation will potentially jeopardise the outcomes and performance of the team. 
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The Australian Research Alliance for Children and Youth (ARACY) defined 
collaboration as “a means of producing something joined and new, from the interactions 
of people or organisations, their knowledge and resources” (Keast & Mandell, 2013, p. 
1). In acknowledging the complexity of collaboration in real world settings, ARACY 
offered a framework for developing collaboration in goal directed collectives. The first 
required element is trust, as a “lubricant to collective action” (Keast & Mandell, 2013, 
p. 1), as it reduces the impediments to cooperation and increases the likelihood of 
sharing of information and of sharing risks in order to achieve goals. The second 
element is reciprocity in which collaborators “expect an equal return on their 
contribution” (Keast & Mandell, 2013, p. 2). In the early stages of collaboration, such 
reciprocity may be transactional. As trust develops, reciprocity is less likely to be seen 
as a transaction of services, and more in terms of a shared commitment to the success of 
the collaboration. The third element of collaboration according to ARACY is mutuality, 
whereby members of a collaborative collective agree to have their individual interests 
subsumed into the collective interest. This third element is similar to Bandura’s (1997) 
explanation of the role played by collective efficacy for social change, in which he 
argued “Effective action for social change requires merging diverse self-interests in 
support of common core values and goals” (Bandura, 1997, p. 522).  
2.4.1 Team theory in organisational psychology. 
In an effort to synthesise and integrate the various conceptualisations about 
collaboration, Bedwell et al. (2012) identified emerging themes in the extant literature 
dealing with teams and collaboration. They defined collaboration as an evolving process 
requiring two or more social entities (individuals or groups) to actively participate in 
joint activities in a reciprocal manner. They noted that collaboration is directed towards 
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a shared goal. When comparing the work of Bedwell et al. (2012) with other 
collaboration definitions hitherto mentioned, it is apparent that collaboration can be 
conceived of as a social, goal directed process. 
An examination of collaboration, particularly in the education context, should 
not proceed without consideration of the literature about teams, team function and 
performance, and the psychological dimensions of team behaviour and motivation. If 
collaboration is to be conceived of as a process, then ‘team’ connotes an entity. In work 
settings, or other organisational settings, teams are more than a collection of individuals 
who share a similar goal. In their meta-study of two hundred studies about teams, Cohen 
and Bailey (1997) provided the following definition of a team in an organisational 
setting: “[a] team is a collection of individuals who are interdependent in their tasks, 
who share responsibility for outcomes, who see themselves and who are seen by others 
as an intact social entity embedded in one or more larger social systems (for example, 
business unit or the corporation), and who manage their relationships across 
organizational boundaries” (Cohen & Bailey, 1997, p. 241). This definition is useful in 
that it contains observable criteria that can be applied to collectives to determine if they 
are, in fact, teams. For example, a group of teachers who teach the same subject to 
different students in a high school setting may not necessarily be a team, according to 
this definition. They may not be interdependent, and they may not share responsibility 
for the outcome of their work. Even though teachers may identify closely with other 
teachers of the same discipline and be recognised as an ‘in-group’ by themselves and 
others, the lack of interdependence fails the definition. 
Cohen and Bailey (1997) identified four types of teams: work teams, parallel 
teams, project teams and management teams; each with somewhat different structures 
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and foci. From their review of the literature, Cohen and Bailey (1997) provided three 
dimensions by which team effectiveness may be measured. These are quantity and 
quality of outputs (performance effectiveness), member attitudes, and behavioural 
outcomes. These criteria for effectiveness are sufficiently general as to have broad 
applicability. 
Some of the attempts to create theoretical systems for describing teams have 
used SCT as a conceptual framework. Ilgen, Hollenbeck, Johnson, and Jundt (2005, p. 
519) acknowledged the complexity of team environments, noting that knowledge, 
motivations and beliefs are at once both “inputs and processes in a developmental 
sequence that impacts team performance.” Mathieu et al. (2008), having reviewed the 
literature about teams described the progress from an input-process-output framework 
(McGrath & Altman, 1966) to a more complex framework including multiple layers of 
inputs, mediating forces, iteration and outcomes. This conceptual structure for teams 
and teamwork (Figure 3) was created by Mathieu et al. (2008), by synthesising the 
wealth of literature that had followed McGrath’s (1966) early work. This structure 
sought to account for the multivariate nature of team performance and effectiveness. 
Mathieu et al., (2008) were concerned that previous models of team effectiveness 
simplified the processes by which teams produced outcomes. In Figure 3, members of 
teams exist, influence and are influenced by the team and organisational context. The 
mediators of team function include processes as well as emergent states, which captures 
psychosocial and collective processes that become manifest in the midst of the team’s 
functioning. The outcome stage feeds back into the mediators, and indirectly to the team 
context, the organisational context and the members. This iterative process are episodic 
cycles which can shape the team’s effectiveness over time. The ongoing development of 
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the team is the cumulative effect of each episodic cycle. Such a framework illustrates 
the reciprocal relationship between the team members, their context and the emergent 
behaviours and states of the team.  
The framework provided by Mathieu et al. (2008) captures time as a variable 
which influences not only the outputs, but also the emergent states of the team. For 
example, as team members undertake their tasks over time, they may experience 
mastery, they may undergo changes in their affective states or may be further impacted 
upon by environmental factors.  
Figure 3. Model of Team Effectiveness (Mathieu et al., 2008). 
González, Burke, Santuzzi, and Bradley (2003) sought to identify and analyse 
mediating states and processes in teams by considering the role of, and relationship 
between three key mediators in project-based, distance learning teams. These variables 
were task cohesion (the degree to which group members were attracted to and 
committed to the task), interpersonal attraction (the degree to which group members felt 
a sense of cohesion and mutuality with the group) and collective efficacy. They labelled 
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the combination of task cohesion and interpersonal attractiveness ‘group cohesion’. 
Each of these was then examined in their relationship to team performance and 
effectiveness. González et al. (2003) synthesised earlier work on teams to define 
collaboration as the demonstration of effort by individuals and facilitation of team and 
peer performances to achieve a shared goal to an agreed standard. The authors were 
particularly concerned to identify the temporal relationship between group cohesion and 
collective efficacy. Their study of project groups engaged in distance learning found that 
collective efficacy beliefs were a solid predictor of both task cohesion (r = .70) and 
interpersonal attraction (r = .74). By conducting path analysis, the authors were able to 
speculate that collective efficacy was antecedent to group cohesion. Such strong 
correlations point to the important role played by collective efficacy in collaboration, as 
well as the importance of accounting for the social characteristics of teams when 
investigating team processes and performance. 
Salas, Vessey, and Estrada (2015) developed a framework for examining the role 
played by cohesion when teams are part of a multiteam system (MTS). An MTS 
“represents a network of distinct yet interdependent component teams, whose goals and 
efforts combine to achieve a superordinate objective” (Salas et al., 2015, p. 27). The 
authors describe how the work of an MTS requires the teams within the system to work 
synergistically to achieve a goal that is greater than the sum of the outputs from 
individual teams. Faculty or subject teams working within schools could meet these 
criteria. Salas et al. (2015) examined the intra-team and inter-team processes that impact 
on the effectiveness of the MTS, with a particular focus on interdependence, 
coordination and cohesion. This multilevel conceptualisation of the “functional bonds” 
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within and between teams indicates that the processes of cohesion, coordination and 
interdependence at both levels are requisite for an effective MTS (Salas et al., 2015). 
2.4.2 Collaboration and team work in school contexts. 
In the field of education, collaboration has been identified as a key to school 
improvement (Chapman & Fullan, 2007; Fullan, Cuttress, & Kilcher, 2005). Fullan et 
al. (2005, p.55) argued that “developing a culture for learning involves a set of strategies 
designed for people to learn from each other (the knowledge dimension) and become 
collectively committed to improvement (the affective dimension)”. This aspect of 
school improvement has been seen as a potential obstacle for decades. Goodlad (1983), 
in a study of school culture and effectiveness, found “teachers tend to be isolated in 
their own classrooms, in control of what goes on there and satisfied with the situation as 
it is. They feel impotent to effect school-wide decisions, they do not wish to call upon 
resource people, they individually select their own inservice or post-credential college 
coursework” (p. 555). There is broad consensus in the literature that teachers working 
together are more effective in improving learning than teachers working in isolation 
(Butler, Lauscher, Jarvis-Selinger, & Beckingham, 2004; Chan & Fai Pang, 2006; 
Chapman & Fullan, 2007; Egodawatte, McDougall, & Stoilescu, 2011; Fullan et al., 
2005; Lassonde, Israel, & Almasi, 2009; Leonard & Leonard, 2001). Tschannen-Moran, 
Uline, Woolfolk Hoy, and Mackley (2000) conducted a study of a school community 
which had implemented a broad program of collaboration among teachers. They found 
that when “teachers continue to collaborate with one another, they create a context in 
which existing beliefs and knowledge are challenged and, in some cases, transformed” 
(Tschannen-Moran et al., 2000, p. 268). 
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Leonard and Leonard (2001) having reviewed the literature isolated the 
characteristics of group members they considered necessary for collaboration. These are 
clear purpose, valuing diversity, being trusting and trustworthy, and being selfless. 
There is strong alignment between these characteristics and the elements identified by 
ARACY (2013), particularly in terms of the requirement to relinquish individual 
interests to the extent required by collective purpose. Leonard and Leonard (2001) 
collected responses from 565 teachers in Canada to determine the extent to which 
collaboration was occurring in schools and to measure teachers’ beliefs about 
collaboration as a contributing factor in school and student success. They adapted 
Schein’s (1990) four dimensions of organisational culture (Schein, 1990) as the lens 
through which these characteristics were examined. The four dimensions identified by 
Schein are: 
1. The nature of teacher collaborative activity. What are the types of activities 
and what models of discourse and cooperation characterise teachers’ 
collaborative work? 
2. The nature of teacher relationships. How do teachers relate and 
communicate? How are shared values identified and conflicts resolved? 
3. The nature of school diversity. Are different and divergent views and opinions 
valued and are critical voices valued? 
4. The nature of time usage. How is time, as a resource, directed to the school’s 
mission and what proportion of time is dedicated to collaborative, 
professional work? 
In examining these dimensions, Leonard and Leonard (2001) asked about 
teachers’ perception of their current reality as well as their judgements about what 
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‘should be’ in a highly effective school. The results indicated a consistently lower rating 
for the current reality compared to the ideal assessment of a highly performing school. 
In essence, teachers responded that collaborative practice is desirable in schools, but 
they also reported lower ratings for the actual manifestation of such collaboration in 
their own contexts. 
Brown and Poortman (2018) found that even in informal collaboration between 
teams of teachers working as professional learning communities, where there was less 
structure than in managed teams, there were positive outcomes for measures of 
professional confidence and impact on student learning.  
2.4.3 Professional learning communities as a structure for collaboration. 
DuFour and Eaker (1998) combined elements of evidence based on professional 
learning and highly structured collaboration to create the model of Professional 
Learning Community (PLC) which has become widespread in the United States and a 
range of other countries (Stoll & Seashore Louis, 2007). The Alberta Commission on 
Learning (2003) which contained recommendations for all of Canada’s schools 
identified PLCs as a necessary structure for school improvement with the 
recommendation to school authorities to “require every school to operate as a 
professional learning community dedicated to continuous improvement in student 
achievement” (The Alberta Commission on Learning, 2003). Similar movements 
towards structured collaboration have been promoted in Australia, the UK and 
elsewhere (Stoll & Seashore Louis, 2007).  
DuFour and Eaker (1998) identified the principal characteristic of a PLC as the 
shared purpose of “building a school’s capacity to learn”(DuFour & Eaker, 1998, p. 18). 
Mitchell and Sackney (2007) extended DuFour and Eaker’s definition of PLCs thus: 
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“[t]hey are also places of collaboration that ‘link people at the classroom, the school and 
community level to a shared vision and a common purpose’” (cited in Stoll & Seashore 
Louis, 2007, p. 37). Despite the growing popularity of PLCs as a pedagogical system 
(Stoll & Seashore Louis, 2007) there is little consensus regarding the nature of the 
collaboration and how different approaches to collaboration may impact upon the team 
and institutional goals.  
McLaughlin and Talbert (cited in Stoll & Seashore Louis, 2007, p. 37) 
investigated the reality of PLCs in high schools in the United States of America. They 
found, among other things, that quality collaboration was under pressure from 
organisational and structural obstacles. One such obstacle they found was the lack of 
curriculum integration. This meant that, in some settings, practitioners only collaborated 
in subject specific teams, resulting in a loss of consistency and consistent expectations 
across the school. McLaughlin and Talbert also acknowledged that PLCs in elementary 
schools allowed for greater and more consistent collaboration, due to the different 
structure of elementary schools, when compared to high schools (cited in Stoll & 
Seashore Louis, 2007). 
As with any goal-directed, team-based activity, managing the social 
characteristics of collaboration is critical (González et al., 2003). De Lima (2001) 
examined the psycho-social challenges faced as teachers try to collaborate in PLCs. He 
found that teachers were often not sufficiently professionally prepared for the level of 
interdependence required for interpersonally cohesive and goal directed collaboration. 
De Lima (2001) proposed an understanding of collaboration that was multifaceted and 
that collaboration required more than the absence of conflict. To illustrate this, he 
described a situation where, in the interests of collaboration, conflict among teachers in 
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a team may be considered destructive to the cohesive spirit of cooperation and 
collegiality, whereas, in other settings, such conflicts may give rise to more creative and 
purposeful goal directed thinking and behaviour. In the same sense, he demonstrated 
how overly collegial and harmonious teams may lack the intellectual confrontation 
necessary for rigorous thinking and planning. He argued that “conflict can have 
beneficial effects in educational groups and organizations that aim at engaging in 
significant change processes towards an improvement of the quality of education that 
they offer” (de Lima, 2001, p.111). This same critique was made by Dooner, Mandzuk 
and Clifton (2008) who explained cognitive conflict as a positive contributor to group 
problem solving. They defined cognitive conflict as the processes “related to problem-
solving, the thoughtful consideration of critical feedback and alternative viewpoints 
[that] enhances the group’s collective ideas” (Dooner et al., 2008, p. 565). Hargreaves 
(2001, p. 19) found that ‘‘Too often … conflict in schools is seen as a problem, not an 
opportunity, where purposes are threatened, competence is questioned and undertones of 
status and power strain the fragile bonds that hold teachers together’’. Dooner et al. 
(2008) concluded that PLCs are promising in that they sharpen focus on teacher 
improvement, however, the challenges associated with collaborative work must be 
acknowledged and accounted for, especially the need to balance critical dialogue with 
collegial support. 
2.5 Psychology of Religion 
2.5.1 Definition of religion. 
Religion has variously been defined as “the projection and pursuit of ideal 
personal relations with the universe and man [sic]” (Aubrey, 1925, p. 189), the 
concretisation of perfection (Adler, 1987), forms and actions that connect humans to 
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their ultimate existence (Berger, 1974), an organised expression of belief in the 
supernatural (Pargament, Magyar-Russell, & Murray-Swank, 2005), as “a 
naturalistically observable phenomenon comprising transcendental signifiers and 
systemically shared activities” (Allen, 2016, p. 562), a system to facilitate closeness 
with the sacred (MacKinlay, 2006), a social shared set of beliefs and practices generally 
related to spirituality (Hodge, 2018), and the search for significance (Pargament et al., 
2005). There has been little consensus among psychologists, sociologists or 
anthropologists regarding the definition of religion (Belzen, 2010; Hood, Hill, & Spilka, 
2009; Huber, 2008; Pargament, 2013a; Piedmont & Wilkins, 2013; Wulff, 1997). 
Middendorp (1991) wrote that a definition should “cover all relevant aspects … of a 
construct, systematically brought together in an ideal type model” (p. 235), providing 
the benefits of both a theoretical and an operational definition.  
The definition of spirituality has suffered from a similar lack of clarity to 
religion. In the second half of the 20th Century, the terms religion and spiritualty became 
polarised and values laden (Wulff, 1997). The terms, in some instances were either used 
interchangeably, as though they carried the same meaning, or as distinct phenomena, 
related but uncoupled (Hodge, 2018; Pargament, 2013a). The American Psychological 
Association (APA) sought to develop a framework for the investigation of the 
psychology of religion by proposing an integrative definition which would explicate the 
theoretical and operational aspects of both concepts (Pargament, 2013a). This present 
research has adopted the integrative definitions of the APA. Therefore, religion is “the 
search for significance that occurs within the context of established institutions that are 
designed to facilitate spirituality” (Pargament, 2013a, p. 15) and spirituality is defined 
as “the search for the sacred” (Pargament, 2013a, p. 14). Both definitions use the word 
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‘search’ which can denote a range of psychological processes and states. The definition 
of religion refers to ‘significance’, which is sufficiently broad to encompass individual 
needs fulfilment, personal meaning making, and group ideals and goals. Pargament 
(2013a) noted that both terms are about the human experience of the sacred as a distinct 
psychological phenomenon and that both terms are, therefore, related. He also noted 
that the definitions themselves are dynamic and applicable to a wide range of cultural 
expressions of both religion and spirituality.  
In this research, the psychology of religion is defined as the study of human 
belief, motivation, cognition and behaviour related to religion and spirituality (Hood et 
al., 2009).  
2.5.2 Foundations of the psychology of religion. 
Religion has been identified as an important source of motivation and meaning 
making in psychology (Hill, 2010; Pargament, 2013c; Park, Edmondson, & Hale-Smith, 
2013). The examination of religion and religious experience through the lens of 
psychology has been a concern of theorists since the emergence of psychology as a 
branch of science. William James (1902) wrote the first theoretical text on the 
psychology of religion: The Variety of Religious Experiences, in which he made a case 
for a religious way of thinking and being that is distinct from other ways of thinking and 
being. He explained this as “a state of mind, known to religious men, but not to others, 
in which the will to assert ourselves and hold our own has been displaced by a 
willingness to close our mouths and be as nothing in the floods and waterspouts of God” 
(p. 47). James (1902) was one of the first in the field of psychology to attempt a 
theoretical definition of religion when he wrote that religion “consists of the belief that 
there is an unseen order, and our supreme good lies in harmoniously adjusting ourselves 
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thereto” (p. 43). He also explained that religion is made up of “the feelings, acts, and 
experiences, of individual men in their solitude, so far as they apprehend themselves to 
stand in relation to what they consider divine” (p. 32). James was an empiricist who 
believed that experience was a reliable source of scientific evidence. He was, however, 
concerned that society was beginning to deify science, writing “‘Science’ in many 
minds is genuinely taking the place of a religion. Where this is so, the scientist treats the 
‘Laws of Nature’ as objective facts to be revered” (p. 46). James (1902) argued that the 
religious sources of behaviour and motivation were worthy objects to study when he 
wrote “[t]o the psychologist the religious propensities of man must be at least as 
interesting as any other of the facts pertaining to his mental constitution” (p. 8). James’ 
approach to the psychology of religion was a blend of social science and philosophy. 
His seminal work The Variety of Religious Experiences (1902) was “a synthesis 
regarding mind, faith, belief, and action” (Hart, 2008, p. 521).  
Around the same time as James was writing, and while Fechner was establishing 
an experimental basis for enquiring into human cognition (Romand, 2012), Villiam 
Grønbæk (1897-1970) developed an experimental method for describing religiosity by 
measuring response times in stimulus-word response tasks about religious belief 
(Belzen, 2016). This method of enquiry sought to measure and define religion in a 
precise and scientific way. Grønbæk’s experimental method and James’ 
philosophical/narrative approach to examining religiosity as a psychological 
phenomenon are examples of the vast differences in methodology typical in the early 
years of the field. According to Reich (1998), the first half of the 20th Century saw a lull 
in the pursuit of the psychology of religion for three reasons: (a) the advent of 
behaviourism, which eschewed the study of anything metaphysical; (b) the appearance 
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of psychiatry and psychoanalysis, which competed with clergy for the treatment of 
psychopathologies; and (c) universities had begun to move psychology out of 
philosophy departments into its own faculty, which then took on a scientific framework 
of enquiry and did not accommodate a religious frame of behaviour and motivation.  
Sigmund Freud (1856-1939) and Carl Jung (1875-1961) acknowledged the 
religious aspects of a person’s life and the impact that following a set of religious beliefs 
has on the human psyche. Neither Freud nor Jung developed a theoretical framework for 
religion as a system of meaning making (Piedmont & Wilkins, 2013). Freud was 
essentially hostile to religion which he saw as an artefact of wish-fulfilment (Rempel, 
1997), and generally an obstacle to psychological maturity, although he also 
acknowledged that it was a critical aspect of society and was likely to play a role in the 
psychology of humans indefinitely (Hewitt, 2014). Both Freud and Jung adopted a 
psycho-dynamic model of human cognition and motivation, that is, they theorised that 
there were relationships between parts of the mind or consciousness (and 
subconsciousness) that explained thoughts, beliefs and emotions, and that many of these 
were not directly observable, except in the effects these interactions created (Dumont, 
2010). Freud often referred to the ‘soul’ in his writings, which in German is das Seele; 
however, most English translations have rendered this word as ‘the mind’ (Tyler, 2016). 
Tyler (2016) explained that Freud’s use of the word soul intended to communicate all 
that is unknowable and ambiguous in the psyche, rather than a religious, or divinely 
created, immortal soul in a religious sense. Although Freud and Jung had different 
approaches to the psychology of religion, they agreed that religion could be explained in 
naturalistic terms and that religious feelings and beliefs were expressions of other, 
unobservable psychological processes (Wulff, 1997). 
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Otto Rank (1884-1939), who was originally a likely successor to Freud, split 
from his company over Rank’s assertion that the human desire for immortality was a 
key motivating force and the spiritual yearnings of psychology patients should be the 
subject of psychoanalysis (Morgan, 2011). Rather than addressing religion and religious 
beliefs and feelings as tangential to psychic health, Rank acknowledged the reality of 
the immortal soul for his patients and resisted the psychoanalytical practice of 
rationalising spiritual notions out of existence.  
Erik Erikson (1902-1994) is considered the founder of developmental 
psychology and added to the field of the psychology of religion by investigating the way 
in which religious identity is formed during adolescence and the ways in which 
adaptation of identity occurs as people mature and develop a unique identity (Capps, 
2015). Erikson’s psychoanalytical biography of Martin Luther was a vehicle for 
Erikson’s exploration of this adaptation, as he developed a portrait of the 15th Century 
theologian struggling against and outgrowing an ill-fitting identity and, through work, 
struggle and creativity, forged a new, more integrated identity. Erikson, having 
witnessed the horrors of Nazi Germany and the annihilation by nuclear weapons at the 
end of the Second World War, sought to stress the importance of spiritual and ethical 
development in the process of maturation and identity formation in adulthood (Hoare, 
2009). While Erikson did not confine himself to a view of the divine as a monotheistic 
God, and did not subscribe to a single religion, he did acknowledge an ultimate creator 
and argued that belief is a higher form of knowing than objective knowledge (Hoare, 
2009), writing that, when humans rely solely on rational/intellectual thought, they 
ignore the limbic system and other pre-conscious ways of apprehending and interpreting 
the world. Erikson’s approach to clinical psychology was to support the integration of 
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the self and identity of patients in a way that honoured spiritual growth and 
acknowledged the way that spirituality can enhance well-being and adaptation (Morgan, 
2011). 
Abraham Maslow (1908-1970), writing in the second half of the 20th Century 
developed a hierarchy of human needs, with self-actualisation as the uppermost level of 
human need fulfillment (Maslow, 1962). Self-actualisation is defined as “the 
psychological process aimed at maximizing the use of a person’s abilities and resources. 
This process may vary from one person to another” (Couture, 2007, p. 112). Maslow 
wrote that having a cogent framework for making meaning, such as religion, is as 
essential to wellbeing as are sunlight, vitamins or love (Maslow, 1962). Maslow was 
concerned that organised religion, however, constrained the type of personal growth 
required to achieve self-actualisation, and he believed that “the churches … may 
become the major enemies of the religious experience and the religious experiencer” 
(Maslow, 1964, p. iv), because of their prescriptive and formulaic expressions which 
remove mystical power from human experiences. Maslow’s work was more concerned 
with spirituality and a universal need for meaning making than with examining the 
impact that religion and religiosity has on cognition, motivation and behaviour (Morgan, 
2011).  
While theorists such as Maslow, Freud, Jung and James provided many of the 
broad theories that attempted to locate religion and religiosity in the context of a 
universal understanding of the nature of human consciousness and motivation, they did 
not provide a robust means by which psychologists could examine the mental processes 
underlying religious thought and behaviour (Emmons & Paloutzian, 2003). The second 
half of the 20th Century saw a concerted effort by psychologists of religion to apply the 
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tools of empirical research used in the emerging fields of cognitive science to develop 
models of psychological phenomena related to religion and spirituality (Emmons & 
Paloutzian, 2003). 
Allport (1950) examined religiosity as a personality trait and applied the same 
theoretical structure as other personality traits to religious feelings and behaviours. 
Allport and Ross (1967) developed a two factor theory of religion, arguing that 
individuals can have either an extrinsic or intrinsic orientation to religion. An extrinsic 
orientation was understood as applying to those people for whom religion is a means to 
an end, such as social acceptance, beneficial relationships or familial approval. People 
with an intrinsic orientation to religion, on the other hand, approach religion as an end 
in itself. They likely understand their religion as a means of integrating their internal 
cognition and external experience and to ‘live’ their religion in their daily life (Allport 
& Ross, 1967). Critics of Allport and Ross have analysed the biased nature of their 
work, pointing out the Christo-centric, white, Anglo-European sample bias, and the 
values laden nature of their unipolar measure, which references subjects as religiously 
mature or immature based on their religious orientation (Kirkpatrick & Hood, 1990). 
The work of Allport and Ross (1967) remains an important contribution to the 
systemisation of the field of psychology of religion. 
2.5.3 Religion as a source of meaning making. 
Humans generally create systems of meaning to organise and process the array 
of stimuli they experience and to provide themselves with a source of psychological 
wellbeing in response to the ambiguity, challenge and the trauma of life events 
(Pargament, 1997; Steger, 2017). This has also been defined as a ‘worldview’ (see 
Koltko-Rivera, 2004, and others). According to Koltko-Rivera (2004), a worldview is 
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made up of existential beliefs, evaluative beliefs, and prescriptive or proscriptive 
beliefs, and worldviews have an empirically established impact on cognition, affect and 
behaviour. Carl Jung theorised that humans have a spiritual core that seeks to discover 
and integrate the other levels of the self, so as to arrive at a unified concept of the self 
(Jung, 1950). Park (2017) argued that human beings need a functional meaning system 
in order to satisfy the ‘need for meaning’. The need for meaning was proposed by Park 
(2017) as a supercategory of needs including the need for significance, comprehension, 
transcendence, agency, control, certainty, identity, social validation, values and mortality 
defence. The absence or dysfunction of a meaning system, argued Park et al. (2013), 
would result in adverse psychological impacts on the individual. She proposed a two-
level model of a functional meaning system comprising: (a) global meaning made up of 
long term goals, existential beliefs, guiding ethics, deeply held aspirations; and (b) 
situational meaning concerned with mapping current experience to the global meaning 
system. The global meaning system provides a framework by which day to day 
experience can be interpreted. Park et al. (2013) argued that an integrated system of 
meaning is essential for healthy human functioning because if its role in meeting 
psychological demands such as “mastery and control, the reduction of uncertainty, 
identity, existential answers, and behavioral guidance” (p. 158). Possessing a functional 
meaning system is likely to lead to better life outcomes as individuals are less likely to 
experience the distress that may come from uncertainty in the face of randomness, may 
better cope with loss and trauma, and be more likely to work towards ‘global goals’ 
(Park 2013). The importance of religious meaning making for wellbeing is supported by 
self-determination theory (Ryan & Deci, 2000) which explains how the maintenance of 
a meaning system can contribute to general health and psychological health specifically. 
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Koltko-Rivera (2004), Park (2011), Park et al. (2013), and others have described 
the role that religion plays in the meaning systems and worldviews of many people. 
Park et al. (2013) argued that religion provides adherents with a system for synthesising 
seemingly disparate facets of human experience into a coherent whole, whilst also 
providing a sense of agency and control, shared with a divine being, in an effort to 
impose order on the apparent randomness of the world. Religion as a system of meaning 
making also provides a source of identity and belonging to a collective with a consistent 
ideological framework (King, 2003). Religious communities also play an important role 
in child and adolescent development as they provide experiences and contexts within 
which young people are exposed to role models and experiences that shape the way they 
make meaning consistent with their religious identification (King, 2003), and the 
development of a functional meaning system is often the implicit intention of religious 
instruction to young people (King, 2003). 
2.5.4 Multidimensional frameworks for the study of the psychology of 
religion. 
Hood et al. (2009) described the lack of conceptual and theoretical clarity in the 
field of the psychology of religion in the 20th Century and proposed the application of 
existing, theoretically established psychological theory to the study of the psychology of 
religion. Recent developments in the study of the psychology of religion have mostly 
settled on an empirical epistemology which has as its major emphases observation, 
experimentation, and measurement (Hood et al., 2009), such that the psychology of 
religion in the current era shares methodology with other social sciences that operate in 
a natural-scientific framework (Hood et al., 2009). Following are three of the many 
applications of psychological theory to the study of the cognition, motivation and 
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behaviour of religious people: social psychology (Hood et al., 2009); attribution theory 
(Weiner, 1985); and social cognitive theory (Bandura, 1986, 1989, 2002). To this list 
could be added personality theory (Lodi-Smith & Roberts, 2007), and self-
determination theory (Ryan & Deci, 2000). Religious people are defined as those people 
who identify with a religious group or community and for whom religion is an 
important motivator in their lives (Cohen et al., 2017).  
2.5.4.1 Social psychology and religion. 
Social psychology provides a multivariate framework that can be applied to the 
study of religion. There already exists a set of psychological tools for examining the 
cognition of individuals across a range of factors, including beliefs, values, affective 
states and habits, and behaviour (Hood et al., 2009). This structure allows for an 
individual-differences approach to the psychology of religion and can help to explain 
the relationship between individuals’ religious adherence and other aspects of their life 
and world view. 
2.5.4.2 Attribution theory and religion. 
Attribution theory is concerned with the way people make sense of and explain 
their experience of the world, in order to create causal links about events and situations 
(Heider & Benesh-Weiner, 1988; Weiner, 1985), in order to establish meaning, control 
and esteem (Hood et al., 2009). Hood et al., (2009) asserted that attributions are 
triggered when there is ambiguity, when control is in doubt, or when self-esteem is 
threatened. In religious individuals attribution theory helps to explain the means by 
which distressing or traumatic events are attributed to a deity or a divine plan (Hood et 
al., 2009). The forces that exert influence on the attributions of religious people include 
situational influences such as immediate environmental factors, and dispositional factors 
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such as personality, cognitive/linguistic factors, self-esteem, and locus of control (Hood 
et al., 2009). 
2.5.4.3 SCT and religion. 
Social cognitive theory (Bandura, 1986, 1989, 2002) states that human 
behaviour is determined by the interplay of environmental stimuli and cognition. This 
reciprocal relationship between cognition, behaviour, and the environment means that 
humans can exercise agency over their own cognition and behaviour which, in turn can 
affect the environment. Likewise, cognition is shaped by environmental stimuli and 
feedback from behaviour. Bandura (1989) called this “emergent, interactive agency” (p. 
1175), because individuals make a causal contribution to their own motivation and 
behaviour, rather than simply being acted upon by their environment, or being entirely 
autonomous. This powerful model of human motivation has been applied to religion and 
provides a means with which to examine the relationships between the cognition and 
behaviour of religious people and their environment. Bandura (2003) wrote of the role 
played by ‘spiritual modelling’ on the development of religious identity and the 
transmission of belief systems and religious practices. By spiritual models, Bandura 
meant characters from the history of the religion, religious community leaders and close 
familial relatives. Modelling also can enhance personal efficacy as individuals observe, 
attend to and often revere the example of spiritual models (Bandura, 2003). As 
discussed earlier, vicarious experiences of mastery and attention to a model’s behaviour, 
persistence, or positive behaviour can enhance one’s belief in one’s own capability in 
similar domains (Bandura, 1997). 
The social cognitive understanding of religion and spirituality have become a 
focus for applied psychology and counselling, with specific reference to the self-
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efficacy and proxy efficacy of religious people (see de Guzman, Lacao, & Larracas, 
2015; Miller et al., 2017; Oxhandler & Parrish, 2018; Woods & Hensel, 2018, and 
others). 
2.5.5 Religion and spirituality. 
Spirituality has been defined as ‘the search for the sacred’ (Pargament, 2013b). 
As has already been stated, the terms religion and spirituality have been used 
interchangeably, or as opposing concepts in the literature (Cascio, 1999; de Jager 
Meezenbroek et al., 2012; Hill & Pargament, 2003; Hodge, 2018; McCarthy, 2000; 
Pargament, 2013a; Piedmont & Wilkins, 2013; Zwingmann, Klein, & Büssing, 2011). 
More recent conceptualisations argue that spirituality, while related to religious notions 
of ultimate meaning and ultimate reality, is not a subset of religious thinking, but is its 
own empirically established concept (de Souza, Bone, & Watson, 2016; Hodge, 2018; 
Pargament, 2013b, 2013c; Uwland-Sikkema, Visser, Westerhof, & Garssen, 2018). 
Cascio (1999) argued that while being religious involves both external expressions (for 
example, attendance at communal worship, rituals, symbolic objects and markings), 
spirituality is an exclusively internal or intrinsic phenomenon concerned with a personal 
search for meaning and purpose and striving for ultimate goals of fulfilment and 
happiness. Whilst religion may be a resource in facilitating this questing and achieving 
these goals, spirituality may draw on other sources not aligned with an organised 
religion (for example, nature, art, meditation, etc.) (Hodge, 2018).  
Hill and Pargament (2003) reviewed the literature concerning the psychology of 
religion and found some significant gaps, in particular the relationship between religion 
and spirituality and the effect that this relationship has on other areas of human 
behaviour. They determined that this is an understudied field of psychology, often 
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restricted to crude measures such as regularity of church attendance or denominational 
affiliation. The authors cited a study, which calculated that only 2.7% of articles in 
prominent psychological and psychiatric journals in the early 1990s included religion 
and spirituality as variables (Weaver, Kline, Samford, Lucas, & Larson, 1998). Hill and 
Pargament noted that despite this, ‘religion and spirituality are robust variables in 
predicting health related outcomes’ (2003, p. 66). Hill and Pargament (2003) argued that 
rather than taking a reductionist approach to the psychology of religion, researchers 
should pursue a multidimensional approach, taking into consideration such dimensions 
as ‘closeness to God, a religious or spiritual orientation and source of motivation, 
religious and spiritual support, and religious and spiritual struggle’ (2003, p. 72). They 
found that some empirical studies had begun to draw out theoretical connections 
between ‘an organizing, motivating religion and spirituality framework and better 
health’ (2003, p. 68). The authors also warned against the bifurcation of religion and 
spirituality, as this does not consider the fact that those beliefs and behaviours that 
might be described as spiritual are often learned and expressed in the institutional 
religious domain and that what constitutes religious behaviours and beliefs are often 
manifest in personal expressions of spirituality.  
Ammerman (2013) created a phenomenological and semantic taxonomy of 
spirituality that resulted in an array of 11 ways in which the term spirituality can be 
applied. In her study, the term was found to have been applied in some instances as a 
proxy for institutional religion and in other instances as a source of cosmic meaning, or 
as indicating the sacred uniqueness of the individual. McClure (2016) built on this work 
to develop a theory to account for the socio-theological features of those who identify as 
‘spiritual but not religious’ (SBNR). This is a group distinct from those who are 
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‘religious and spiritual’ (RAS). The author identified SBNRs as a growing segment of 
the population in the United States of America, representing 26% of the study sample 
(n=1572). Whilst the study indicated that being religious and being spiritual are 
compatible states, they are neither the same thing, nor are they mutually exclusive. 
SBNRs are less likely to accept a monotheistic, personal image of God and the necessity 
of participating in formal, communal prayer and ritual. They are more likely than RASs 
to identify God as a higher power or cosmic force and subscribe to an individualistic 
moral ethic.  
The contemporary conceptualisation of spirituality as a universal, intrinsic 
search for the sacred, uncoupled from religion, brings with it three advantages, 
according to Hodge (2018): (a) it is inclusive of a diverse range of expressions of the 
search for the sacred; (b) it allows for a more flexible understanding of how spirituality 
affects motivation and behaviour; and (c) the term can readily be applied to people who 
are not religious, but express a search for the sacred in their lives. In this research, 
universal, intrinsic spirituality has been chosen as the construct to be included in the 
examination because of these advantages as they relate to studying RE teachers. 
2.5.6 Measurement in the psychology of religion. 
Hill and Pargament (2003) noted the complexity of accurately measuring the 
human experience of religion, acknowledging that the construct of the psychology of 
religion is complex and contains “cognitive, emotional, behavioral, interpersonal, and 
physiological dimensions” (p. 66). Hill and Hood (1999) conducted a review of 125 
measures of religiosity and spirituality that they gathered into 17 categories (e.g., faith 
development, attitudes toward death, church involvement, and health outcomes). In 
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recent years, there has been an increase in the development of measures that link 
religion and spirituality to aspects of health and wellbeing (Hill & Pargament, 2003). 
Most of the empirical measures of religion and spirituality are based on self-
report surveys combined with factor analysis and correlation studies or regression 
modelling (Hill & Hood, 1999; Hill & Pargament, 2003). One of the earliest and most 
often cited of these self-report instruments is the Religious Orientation Scale (ROS), 
cited over 2600 times (Allport, 1950). Later work on the ROS has suggested a more 
complex factor structure with a personal/social dimension operating across the intrinsic 
and extrinsic dimension (Gorsuch & McPherson, 1989). Hill and Pargament (2003) 
divided the regularly cited measures into four categories: measures of closeness to God; 
religious support; religious and spiritual struggle, and religion and spirituality as 
orienting, motivating forces. They found that empirical research in these categories 
often found strong relationships between religiosity or spirituality and positive life 
dispositions and health outcomes. 
Psychologists of religion acknowledge that religiosity and spirituality are 
dynamic and change and grow over an individual’s life span (Oman, 2013). Batson and 
Ventis (1982) developed a measure of religious experience as a ‘quest’, which aimed to 
describe the extent to which subjects lived with an expectation that their existential 
beliefs and understandings would grow and change in response to life experience. The 
Quest Scale included items such as “Questions are far more central to my religious 
experience than are answers”, and was found to negatively correlate with measures of 
prejudice and positively correlate with measures of compassion (Batson, Eidelman, 
Higley, & Russell, 2001).  
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Religion has long been identified as a source of motivation (Gorsuch, 
Mylvaganam, & Gorsuch, 1997; Park et al., 2013) and several instruments have been 
developed which aim to measure how religion operates as a motivating process. Hoge’s 
(1972) Intrinsic Religious Motivation Scale was based on Allport’s (1950) ROS, and 
measured the degree to which individuals have intrinsic religious motivation as the 
prime motivator in their lives.  
Hodge (2003) built upon the earlier work of Allport and Ross (1967), Hoge 
(1972), and Hill and Pargament (2003) by developing a measure of intrinsic spirituality. 
Hodge (2003) acknowledged that earlier measures were biased towards theistic 
definitions of religiosity and were grounded in a Protestant world view. In establishing 
the terms for a more generalisable construct of spiritual motivation, Hodge replaced 
theistic language with more open-ended concepts of spirituality. Hodge drew on the 
work of Cascio (1999) who defined spirituality as “an ‘intrinsic phenomenon’, as a 
personal, experiential connectedness with Transcendence or Ultimate Reality that is 
expressed in one’s beliefs and behaviors” (2003, p. 42). By building on earlier empirical 
research into religious motivation, the measure developed by Hodge focused on intrinsic 
spirituality as a motivator and sought to remove the duplication and bias of earlier 
models. Hodge’s (2003) model combined the strength of an empirically tested construct 
(intrinsic-extrinsic religious orientation) with a more general conceptualisation of 
spirituality as a source of psychological motivation and measured the ‘degree to which 
individuals find their ultimate purpose for life in their spirituality’ (Hodge, 2003, p. 55).  
2.6 Theoretical Constructs 
Based on research in the fields of SCT, particularly self-efficacy theory, the 
present study will examine the self-efficacy beliefs of RE teachers in relation to their 
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intrinsic spirituality, the implicit theories they hold about their students’ ability in RE, 
and the collective efficacy of their RE teams. The theoretical concepts are described 
below. 
2.6.1 Self-efficacy for teaching RE. 
Self-efficacy is defined as the belief in one’s capability to take the necessary 
steps and expend the necessary effort to complete a specific task (Bandura, 1977a). 
SCT, of which self-efficacy is a component, is a theoretical framework for 
understanding human motivation and behaviour in terms of relationships between 
individuals, their cognitive processes and their environments. Wood and Bandura (1989, 
p. 362) argued “behaviour, cognitive, and other personal factors and environmental 
events operate as interacting determinants that influence each other bi-directionally”. 
Oman (2013) described the important role that SCT, in particular social learning and 
imitation, plays in the psychology of religion. He wrote that “social learning must be 
considered among the major candidates for explaining why and how people become 
spiritual or religious, and why their spirituality or religion assumes a particular form” 
(Oman, 2013, p. 187). Bandura (2003) used the term ‘spiritual modelling’, as an aspect 
of social learning, to identify the processes by which individuals may seek to imitate or 
embody the values and beliefs of a spiritual model. In the context of high school RE, 
teachers may be spiritual models (although not always). Arguably, in order to achieve 
the aims of RE, the stronger the self-efficacy of the RE teachers, the more likely 
students learn from their ‘spiritual models’, as the “task of creating learning 
environments conducive to development of cognitive skills rests heavily on the talents 
and self-efficacy of teachers” (Bandura, 1997, p. 240). 
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Self-efficacy is specific for particular domains (Bandura, 1997). Self-efficacy for 
teaching RE is defined in the context of this research as the beliefs RE teachers hold 
about their capability to achieve the aims of the RE curriculum and bring about learning 
and growth in faith in their students. 
By focusing on the role that cognition plays in motivation and behaviour, 
Bandura (1997) presented a model which hypothesised particular cognitive processes 
leading to self-efficacy beliefs. He identified four factors which can influence and shape 
self-efficacy. The first and most powerful of these is enactive mastery experience. 
Remembering and reflecting on previous successes (or failures) in a similar setting 
likely contributes to one’s belief in one’s capability to be successful in subsequent 
attempts. In RE classrooms, teachers are likely to have strong self-efficacy for teaching 
RE when they have experienced success and have attended to evidence that their efforts 
resulted in effective learning by students. RE teachers who experience difficulties in 
achieving their classroom goals may develop weak self-efficacy for teaching RE. 
The second source of self-efficacy beliefs is vicarious experiences, or the 
attending to another’s mastery (or lack of mastery) in goal directed behaviour (Bandura, 
1997). When RE teachers observe another RE teacher of comparable ability teaching 
RE and experiencing success, they are likely to learn from the teacher’s modelling, 
reflect on what they have observed and anticipate being successful, too. Likewise, 
observing failure could affect self-efficacy beliefs. 
The third source of self-efficacy beliefs in a specific domain is verbal or social 
persuasion (Bandura, 1997). As individuals attend to the messages given to them about 
the performance of a task, they likely shape their beliefs about their capabilities for that 
task. This can be in the form of feedback, encouragement, or discouragement. 
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Persuasion can be positive or negative and the strength of its effect is partly determined 
by the nature of the relationship between the ‘persuader’ and the person being 
persuaded. It is conceivable that, in a team of RE teachers, the stories teachers tell about 
teaching success, about challenges and failures, likely have an impact on teachers’ 
individual beliefs about their capabilities to achieve the aims of the RE curriculum. In 
an RE team with a culture of mutual support and encouragement, with strong and 
positive leadership, individual teachers likely develop their self-efficacy for teaching RE 
through verbal persuasion. Another source of persuasion in RE teaching may be the 
students themselves. Teachers of RE who attend to the feedback students give them 
about their experience of being taught RE will likely influence their beliefs about their 
capability, that is, their self-efficacy. 
The fourth source of self-efficacy is physiological and emotional arousal 
(Bandura, 1997). The positive feelings that come with success may be expected to 
enhance the belief in one’s efficacy to perform that task in the future. Remembering the 
affect associated with a task, whether positive or negative, will likely reinforce the 
belief, positively or negatively, in one’s self-efficacy for that task. The affective arousal 
RE teachers may experience when receiving feedback from students about their learning 
and growth because of their intervention, or the joy they feel seeing children thrive in a 
learning experience will likely influence how self-efficacy beliefs develop for those 
teachers. Such arousal states may be expected to shape and reinforce strong schemas 
about success in relation to teachers’ efforts and may give rise to strong self-efficacy 
beliefs. When teachers experience arousal states associated with perceived failure in the 
RE classroom, it can also shape schemas about teaching RE and thus, self-efficacy for 
teaching RE. 
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Bandura (1997) explained that personal efficacy beliefs are “linked to distinct 
realms of functioning” and are “differentiated across major systems of expression within 
activity domains” (p. 36). The activity of teaching RE to high school students is a 
complex pursuit made up of numerous subtasks which require a distinct, though 
overlapping, set of knowledge, skills and dispositions (Bandura, 1997). Individual 
teachers are likely to possess this set of knowledge, skills and dispositions to different 
degrees, thus giving rise to different beliefs about their self-efficacy in each of these 
tasks related to teaching RE. Further, the role of RE teacher, as defined by curriculum 
and church documents (e.g., Bishops of NSW and the ACT, 2007) requires RE teachers 
to be responsible for more than the delivery of curriculum. There are expectations that 
RE teachers will be responsible for the prayer, liturgy, social justice, retreats, and 
engagement with the local Catholic Church (e.g., Catholic Education Office Melbourne, 
2005), and that the role of RE teacher carries with it a transcendental purpose. The 
Melbourne Catholic Diocese has defined the goal of RE as helping students achieve “a 
deepened relationship with God, right relationships with others, a greater love of the 
Church, and empowerment to work to create a just world” (Catholic Education 
Melbourne, 2018, para. 2). The Diocese of Brisbane, in its RE policy, states that through 
“religious education centred on Communion, the young person will develop as a 
member of the faith community”. Teaching RE is therefore complex and multifaceted, 
and there is likely to be a significant variation in the self-efficacy of teachers for 
teaching RE. 
 
2.6.2 Collective efficacy for teaching RE. 
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Bandura (1997) defined collective efficacy as the shared belief of members of a 
team of the capability of the team to achieve a goal. A team may be defined as two or 
more individuals who are interdependent in their tasks and identify as a team (Cohen & 
Bailey, 1997).  
Collective efficacy can be mediated by group structure, the nature of the task, 
and the level of interdependence required of team members (Johnson, 2012). It is also 
significant that, in highly functioning teams, members generally attend to the 
complementarity of their own skills and attributes with those of their team mates (Katz-
Navon & Erez, 2005). Katz-Navon and Erez (2005) found that when tasks demanded 
high levels of cooperation, and a combined effort to coordinate skills, collective efficacy 
became more apparent and more easily distinguished from measures of individual self-
efficacy, indicating the importance of task interdependence for the emergence of 
collective efficacy. It is posited that the collective efficacy of the RE team will likely be 
related to the self-efficacy of individual RE teachers within that team, because the work 
of RE teachers is complex, and the coordination of learning in a high school requires 
teams to operate effectively, and with a shared purpose. 
2.6.3 Implicit theories of ability in RE and faith. 
Attribution beliefs are an important subset of cognition relating to self-efficacy 
(Bandura, 1997). Attribution theory (Hsieh & Kang, 2010; Weiner, 1985) posits that 
beliefs about the causes or sources of one’s successes and failures may affect future 
cognition about that type of achievement. By ascribing causal relationships 
(attributions) between internal and external experiences and outcomes in goal related 
behaviours, individuals make assessments to explain reasons for success or failure.  
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Dweck (2002) and Hong, Chiu, Dweck, Lin, and Wan (1999) argued that 
individuals develop schemas about intelligence or other aptitudes, which are implicit or 
latent, and are built on the belief that intelligence or other personal attributes are either 
fixed or malleable (Dweck, 1975, 1986, 1991, 2000, 2002; Rattan, Good, & Dweck, 
2012). These beliefs have been found to relate to motivation and achievement (Dweck, 
2002). In an educational setting, Dweck (2002) found that teacher beliefs about whether 
ability and intelligence were fixed (entity) or malleable (incremental) affected student 
self-efficacy beliefs, students’ persistence, resilience in the face of failure, and their 
achievement. Dweck (2002) argued that implicit theories relate not only to intelligence, 
but also to any ability or aptitude, such as sporting ability, skill as a manager, musical 
ability or parenting. In such settings, teachers may develop schemas which determine, in 
part, whether they believe they have the capability to bring about change in themselves, 
or to influence change in their students, based on whether they believe the aptitude on 
which they are focusing, including RE ability or faith, is a fixed entity or malleable 
quality. Bandura (1997) has called self-efficacy the ‘exercise of control’; implicit 
theories are theories about whether aspects of nature or the environment are 
controllable. It is likely, therefore, that implicit theories of RE teachers about whether 
they can effect change in their students will influence their self-efficacy beliefs.  
2.6.4 Intrinsic spirituality. 
Hodge (2003) built upon the earlier work of Allport and Ross (1967) and Hill 
and Pargament (2003) by developing a conceptual framework for the analysis of 
intrinsic spirituality. Hodge (2003) acknowledged that earlier measures were biased 
towards theistic definitions of religiosity and were grounded in a Protestant world view. 
In establishing the terms for a more generalisable construct of religious motivation, 
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Hodge replaced theistic language with spirituality. Hodge drew on the work of Cascio 
(1999, p. 130) who defined spirituality as “an ‘intrinsic phenomena [sic],’ as a personal, 
experiential connectedness with Transcendence or Ultimate Reality that is expressed in 
one’s beliefs and behaviours” (2003, p. 42). This is not dissimilar to Pargament’s 
(2013a) definition of spirituality as a ‘search for the sacred’. By building on earlier 
empirical research into religious motivation, the conceptualisation developed by Hodge 
focused on intrinsic spirituality as a motivator and sought to remove the duplication and 
bias of earlier models. Hodge’s (2003) model combines the strength of an empirically 
tested construct (Allport and Ross’s (1967) intrinsic-extrinsic religious orientation) with 
a conceptualisation of the “degree to which individuals find their ultimate purpose for 
life in their spirituality” (Hodge, 2003, p. 55). The model is applicable in an Australian, 
Catholic, educational context, as it focuses on whether individuals (in this case RE 
teachers) have spirituality as a broad yet primary motivator in their lives. This is in 
keeping with the work of Piedmont and Wilkins (2013, p. 180) who explained 
spirituality as representing “a fundamental, inherent quality of the individual. Such a 
construct is referred to as a motive”. In the Catholic school setting, intrinsic spirituality 
may be considered among the most important motives of professional teachers of RE. 
2.7 Conclusion 
In this chapter an overview of the literature pertaining to the field of SCT was 
presented beginning with early studies into the relationships between human motivation 
and behaviour, the emergence of modern psychology, the development of SCT and self-
efficacy theory, and collective efficacy and team theory. The history of the psychology 
of religion was briefly outlined with major concepts and theories described. Finally, 
these theories and concepts were applied specifically to the activity of teaching religious 
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education in Catholic schools. The review offered here is necessarily brief and does not 
purport to be a comprehensive coverage of all the academic work in these areas.
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3. THEORETICAL FRAMEWORK 
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3.1 Introduction 
The self-efficacy beliefs of RE teachers for teaching RE are an essential component of 
their cognition and behaviour in performing their duties and achieving the aims of the RE 
curriculum in Catholic high schools. The degree to which RE teachers believe they have the 
capabilities to carry out the necessary actions to support the learning and development of 
their students in RE will likely determine, to some extent, their success in this pursuit.  
A review of past studies of Social Cognitive Theory (SCT) (Bandura, 1986), self-
efficacy and collective efficacy (Bandura, 1997, 2000), attribution theory (Weiner, 1985), 
implicit theories (Hong et al., 1999), and the role of spirituality in motivation (Pargament, 
2013c) suggests that self-efficacy may be related to collective efficacy for teaching RE, 
implicit theories and intrinsic spirituality in the context of RE in Australian Catholic high 
schools. In this chapter, after identifying and conceptualising key constructs of the study, 
theoretical arguments and hypotheses are developed. 
3.2 Theoretical Framework and Research Hypotheses 
In this section, the theoretical foundation of the study is explained from the 
perspective of SCT and a theoretical framework is presented. Key arguments and hypotheses 
are developed in the following sections.  
Triadic reciprocal causation in SCT (Bandura, 1986, 1997) explains how RE teachers’ 
cognition about their teaching of RE, their belief in the collective efficacy of their team, their 
implicit theories about the faith and ability of their students and students’ intrinsic 
spirituality, will be related to their experience of teaching RE, thus influencing their 
behaviour and further influencing their self-efficacy for teaching RE. This set of relationships 
is represented diagrammatically in Figure 4. In the model presented in Figure 4, four inputs at 
the RE teacher unit of analysis (Level 1) are identified as potentially influencing self-efficacy 
104
  
 
 
for teaching RE: implicit theory of faith, implicit theory of student ability, intrinsic 
spirituality, and several individual demographic factors. At the school unit of analysis (Level 
2), it will be argued that the collective efficacy of the RE team, and several features of the 
school may influence RE teachers’ self-efficacy. The dashed lines from the demographic 
features and the school features indicates that the influence may be indirect or residual.  
Figure 4. Theoretical framework denoting the inputs into self-efficacy for teaching 
RE 
Bandura (1997) explained self-efficacy in terms of the way individuals exercise 
control over their lives based on their self-efficacy. SCT is based on the inter-relationships 
between cognition, behaviour, and the environment. Significant experiences, feedback, and 
the way teachers attend to and reflect on their experience of teaching RE, are all likely to 
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affect how RE teachers develop self-efficacy. This research seeks to develop a model to 
describe certain variables that are likely to be related to self-efficacy for teaching RE. The 
three key inputs of RE teacher self-efficacy, collective efficacy of the RE team, the implicit 
theory RE teachers hold about faith and ability in RE, and the intrinsic spirituality of RE 
teachers are all salient variables which will likely affect teachers’ self-efficacy for teaching 
RE because they have been identified as contributing to motivation. 
This framework seeks to explain how collective efficacy of the RE team, implicit 
theories and intrinsic spirituality may relate to self-efficacy for teaching RE. The constructs 
will be examined to assess the degree to which they are related to self-efficacy for teaching 
RE. The following sections posit these relationships. 
It was decided that demographic variables (gender, religion, qualifications, and 
experience) and environmental variables (REC experience, school location, co-educational or 
single sex, RE team size, meeting frequency, ICSEA, NAPLAN, and attendance) would be 
included in the framework to examine how they contribute to self-efficacy for teaching RE, 
as well as to identify and control for their effect. 
3.2.2 Teacher self-efficacy for teaching RE and collective efficacy beliefs of the 
members of the RE team. 
The shared goal of teachers in an RE team in Catholic high schools is to teach 
students about the Catholic faith and to grow this faith in the students (National Catholic 
Education Commission, 2018b). It follows that the degree to which an RE team shares a 
belief in their collective power to produce desired results is the team’s collective efficacy for 
teaching RE (Bandura, 2000). Bandura (1997) stated that collective efficacy is an emergent 
phenomenon, distinct from, but closely related to, self-efficacy. Gully, Joshi, Incalcaterra, 
and Beaubien (2002) explained that the interactions between team members likely influence 
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the members of the team and their belief in their collective capability to achieve a shared 
goal. Although the beliefs individuals develop about the team’s capability to achieve its goal 
is measured at the individual level, the analysis of these beliefs about the team will be treated 
as a unit of study at the team level. The collective efficacy of RE teams is studied as level 2 
phenomenon, which is supported by Gully et al. (2002, p. 827), who identified “the need to 
match the level of statistical analysis with the level of theory”. 
Bandura (2000) demonstrated how the strength of a team’s collective efficacy can 
determine how likely the team is to work cohesively, with effort and exhibiting mutual 
support. In the context of an RE team, it may be argued that individuals in teams which 
comprise members who have strong collective efficacy beliefs about the team’s capability to 
teach RE will likely have strong self-efficacy beliefs because such teams will be more likely 
to provide experiences of mastery, vicarious mastery and verbal persuasion with regards to 
teaching RE. 
Hypothesis 1: Collective efficacy will positively predict self-efficacy for 
teaching RE. 
3.2.3 Teacher self-efficacy for teaching RE and teachers’ implicit theories of 
student faith and student ability in RE. 
For the purposes of this research, the ‘implicit theories’ construct (Dweck et al., 1995) 
has been applied to teachers’ implicit theories about student ability in RE and teachers’ 
implicit theories about student faith. 
 RE teachers are likely to have implicit theories about whether their students’ ability 
in RE and their students’ faith are fixed entities or malleable because of their experience in 
observing how students respond to their teaching over time. RE teachers who have an 
implicit theory that student ability in RE is malleable are more likely to see their work as 
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purposeful because students can change and grow over time as a product of the teacher’s 
efforts and interventions. In terms of faith, teachers who hold an implicit theory that people 
may change and grow in their faith over time as a result of spiritual modelling (Bandura, 
2003), maturity and experience are likely to embrace the opportunity to influence students to 
pursue the development of their faith. RE teachers who have developed an implicit theory 
that faith and ability in RE are relatively fixed entities likely will form judgments that their 
efforts may be somewhat futile. Therefore, teachers with fixed mindsets will see their efforts 
as largely wasted due to their implicit theory that their students’ faith and ability in RE are 
fixed and beyond the effect of the teachers’ efforts. This is likely to have an impact on RE 
teachers’ self-efficacy as they are not likely to persist in those behaviours that may bring 
about change and are less likely to experience mastery and the positive arousal that comes 
with it. 
Hypothesis 2: Teacher implicit theories about student RE ability will 
predict teacher self-efficacy for teaching RE. 
Hypothesis 3: Teacher implicit theories about student faith will predict 
teacher self-efficacy for teaching RE. 
3.2.4 Self-efficacy for teaching RE and teachers’ intrinsic spirituality. 
The way teachers of RE approach their ‘search for the sacred’ (Pargament et al., 
2005) may be expected to be related to their self-efficacy for teaching RE. Spirituality is “a 
fundamental, inherent quality of the individual” (Piedmont & Wilkins, 2013, p. 180), and 
spirituality will likely relate to variables that impact on RE teachers in their work, including 
self-efficacy, the collective efficacy of their team and their implicit theories about students’ 
ability and students’ faith. This is because spirituality has been identified as an irreducible 
motivator (Piedmont & Wilkins, 2013). Piedmont and Wilkins (2013) explained that 
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spirituality plays a role in the development of schemas within a context that acknowledges 
the existential nature of human life. They found that spirituality helped to support both 
religiousness and psychological wellbeing as it provided a framework for making meaning 
and a sense of purpose. This is related to self-efficacy in that such meaning making and 
purpose will likely motivate teachers of RE to persist in those behaviours that lead to 
mastery. Pargament (2013b) suggested three spiritual phenomena were key to understanding 
the role of spirituality in human psychology: the way individuals perceive sacredness, the 
way they report spiritual motivation, and the process of their spiritual evolution over the 
course of their life. Each of these phenomena is relevant because they relate to cognition and 
motivation of teachers of RE and feed into the triadic relationship between RE teachers’ 
behaviour, their cognition about their goals and behaviours, and the Catholic school 
environment within which they are working. There will likely be a relationship between 
teachers’ intrinsic spirituality and their self-efficacy for teaching RE, as both grow out of this 
triadic relationship. 
The development of spirituality is a complex and dynamic process shaped by 
experiences and cultural formation throughout life, meaning that spirituality is necessarily 
different for each individual (Park et al., 2013). Hodge’s (2003) construct of intrinsic 
spirituality as a motivator assesses the “degree to which individuals find their ultimate 
purpose for life in their spirituality” (2003, p. 55). Intrinsic spirituality, therefore, is included 
in this framework because it may contribute to the motivation and cognition of RE teachers 
and likely will be related to the beliefs they hold about their capabilities to teach RE. Those 
teachers who have developed a more mature and stable intrinsic spirituality, which they look 
to as a primary motivator in their lives, are likely to persist in those behaviours which lead to 
mastery in RE classrooms which is necessary for the development of self-efficacy. 
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Hypothesis 4: Teacher intrinsic spirituality will positively predict self-efficacy for 
teaching RE. 
3.2.5 Other areas for investigation. 
In addition to the hypotheses related directly to the theoretical framework, there are a 
number of research questions posited. 
Research Question 1: What are the differences, if any, between the categorical 
variables at Level 1 (gender, religion, and qualifications) in self-efficacy for teaching RE? 
Research Question 2: Is there a relationship between any of the continuous variables 
at Level 1 (experience in RE and experience in current school) in self-efficacy for teaching 
RE? 
Research Question 3: What are the differences, if any, between the categorical 
variables at Level 2 (Location, Co-educational or single sex) in self-efficacy for teaching RE? 
Research Question 4: Is there a relationship between variables at Level 2 (team size, 
meeting frequency, REC experience, NAPLAN aggregate, ICSEA, and attendance rate) and 
self-efficacy for teaching RE?  
3.3 Conclusion 
In this chapter, the theoretical concepts central to this study were identified and 
explained. The relationships between these variables were discussed in theoretical terms and 
a model of these relationships was posited as a theoretical framework. Hypotheses about each 
of these relationships and some additional areas for investigation were presented. 
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4.1 Introduction 
In this chapter, different methodological issues and techniques that may be employed 
to collect and analyse data and mixed methods approaches are explained. A distinction is 
made between methodology and method. Methodology, in this thesis, is an explanation of the 
terms and processes applied in the research. Methodology provides an overview of the 
techniques used by social scientists to explore and test hypotheses and a justification for the 
decisions to use certain techniques in this study. The term ‘method’ is used to describe the 
actual sequence of procedures used to conduct this research and will appear in the analysis 
chapter. In this chapter, survey methodology, quantitative and qualitative research are 
discussed. Then, some quantitative analytical techniques, namely principal components 
analysis and multilevel regression, are explained. In addition, methodologies associated with 
collecting and analyzing qualitative data obtained from open-ended responses are discussed. 
4.2 Methodological Issues of The Study 
4.2.1 Nonexperimental research. 
This study is nonexperimental in nature (Kerlinger, 1986). According to Kerlinger 
(1986), “nonexperimental research is systematic empirical inquiry in which the scientist does 
not have direct control of the independent variables because their manifestations have already 
occurred or because they are inherently not able to be manipulated. Inferences about relations 
among variables are made, without direct intervention, from concomitant variation of 
independent and dependent variables” (p. 348). This approach is used to examine the 
theoretical constructs and hypotheses developed for this study. 
It should be noted that relationships between variables should be distinguished from 
causal relationships, because there may be many other variables, any one of which or any 
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combination of which cannot be measured and controlled during a study (Woodward, 2005). 
Furthermore, it is impossible to empirically establish causality in phenomena that have 
already occurred (Woodward, 2005). 
4.2.2 Mixed methods approach. 
Mixed methods research can involve quantitative and qualitative methods, either 
simultaneously or sequentially. Human behaviour and motivation are complex and an 
empirical description drawn from several sources of data is more likely to be robust. Schmitt 
(2006) argued for multimethod assessment of psychological phenomena due to the 
“multidetermination of human behaviour” (p. 12). 
The selection of either a quantitative, qualitative or mixed methods approach must be 
suited to the nature of the problem or hypotheses being examined. Creswell (2003) argued 
that, when a problem is based on the relationship between circumstances and outcomes, then 
a research design using quantitative data is preferable. Such a design is also useful to test a 
hypothesis or theory, or to build a theoretical model based on empirical evidence. If, 
however, the researcher is seeking to develop a conceptual understanding of a phenomenon, 
then a qualitative approach may allow for a more holistic and nuanced set of data for 
analysis. 
Creswell explained that a mixed methods approach should be chosen when “a 
researcher may want to both generalize the findings to a population and develop a detailed 
view of the meaning of a phenomenon or concept for individuals” (2003, p. 22). Mixed 
methods design is often cited as a means by which researchers may triangulate data using one 
research method by comparing it with data collected using a different research method (Mark 
& Shotland, 1987; Webb, 1973). Rossman and Wilson (1985) identified three purposes for 
mixed methods research: (a) corroboration of one set of data with another set of data gathered 
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using a different design; (b) elaboration of data by adding detail and depth using a second or 
subsequent method of inquiry; and (c) initiation of a new interpretation or novel 
understanding of the concept being studied. Emerging from such an understanding of the 
diverse purposes of mixed methods research is the cautionary note that the mixed methods 
themselves may have an impact on the study. Greene, Caracelli, and Graham (1989) warned 
that the stated objective of using mixed methods for triangulation must account for the 
complementarity of the methods chosen and for the possibility of unwanted bias or 
interaction between the methods. In strong mixed method design, the methods should account 
for the limitations and weaknesses of the other methods used (Greene et al., 1989).  
There are, according to Greene et al. (1989), three critiques of mixed methods 
research. The first may be termed ‘purist’, which rejects the notion that a research question 
can be answered by using tools from two research methods (Smith & Heshusius, 1986). This 
is because the methods are founded on different and sometimes exclusive assumptions about 
ways of knowing. The second critique described by Greene et al. (1989) is termed 
‘pragmatist’ and is based on the understanding that research paradigms are logically 
independent and should be seen as diverse tools with which to address the research problem. 
This view holds the research problem as the primary concern and that the tools, if they are 
independent and useful, are subordinate to the problem (Reichardt & Cook, 1979). The third 
critique is described by Greene et al. (1989) as ‘situationalist’, in that the researcher must 
preserve the paradigmatic integrity of the methods chosen, but carefully find convergence in 
the data yielded by the different methods. The data gathered using one method must not be 
conflated with data from a different method. 
Towards the end of the 20th Century, there had emerged an argument to reconsider the 
polemicism that had characterised the evaluation of qualitative research as being less rigorous 
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than quantitative research and to adopt, instead, more of the pragmatic appreciation of mixed 
methods (Morgan, 2007). Pearce (2012) explained that the two broad paradigms of 
quantitative and qualitative research are not always distinct and independent. For example, 
qualitative research (or metaphysical research as it was termed by Pearce) does not always 
begin without reference to a priori frameworks, theories or contestable hypotheses. In this 
sense, such research methods are not purely inductive. Pearce (2012) also argued that 
quantitative research design is not always perfectly deductive in its approach as it may 
involve steps which are recursive or reflexive. A more realistic, real world understanding of 
mixed methods research is that it involves an ongoing dialogue between inductive study and 
deductive study, between objective and subjective modes of enquiry, in order to establish 
findings which are coherent, rigorous, and valid. 
Mixed methods research combines techniques from qualitative and quantitative 
methods in order to provide a valid multidimensional explanation of phenomena. 
4.2.3 Sampling. 
According to Thompson (2012), sampling “consists of selecting some part of a 
population to observe so that one may estimate something about the whole population” (p. 1). 
In research design, investigators generally ask: (a) how the sample is to be selected from 
among the population; (b) how large the sample should be; (c) what data collection 
techniques suit the sample; and (d) how the data, once collected, should best be treated so as 
to approximate the characteristics of the entire population (Thompson, 2012). Thompson 
(2012) suggested that sampling is a cornerstone of quantitative research, in that it “concerns 
every aspect of how data are selected, out of all the possibilities that might have been 
observed, whether the selection process has been under the control of investigators or has 
been determined by nature or happenstance, and how to use such data to make inferences 
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about the larger population of interest” (p. 2). 
In the 19th Century, population researchers generally believed that the only accurate 
and meaningful way of studying social phenomena was to gather data on the entire 
population concerned and examine it (Brewer, 2013). According to Brewer (2013), it was not 
until Aders Kaier proposed a representative method of statistical research that sampling 
became a tool for making generalisations about entire populations. Kaier believed “a ‘partial 
investigation’, based on a subset of the population units, could indeed provide such 
information, provided only that the subset in question had been carefully chosen to reflect the 
whole of that population in miniature” (Brewer, 2013, p. 250). Kaier’s methods were not well 
received by the statistical community of the time as they were not sufficiently robust when 
tested and appeared to be subjective (Brewer, 2013).  
A significant development in this debate was the insistence by Neyman (1934) that 
samples of larger populations could only be considered valid if they were assembled by 
drawing each sample randomly, such that any unit of the total sample has equal probability of 
being selected in the total population. Further, Neyman (1934) proposed a system for 
accounting for the sampling error that exists when one is not examining the entire population. 
Mathematically, it is possible to predict the amount of error that may be found in a sampled 
value based on the relationship between the sample size, the population size, the sample mean 
and the sample variance. In this way, it is possible to make estimates and predictions based 
on a random sample by accounting for the standard error in any statistical estimation 
(Thompson, 2012). 
Neyman (1934) developed the concept of confidence levels, a measure defined by 
Brewer (2013) as “a sample-specific range of potentially true values of the parameter being 
estimated, which has been constructed so as to have a particular property. This property is 
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that, over a large number of sample observations, the proportion of times that the true 
parameter falls inside that range (constructed for each sample separately) is equal to a 
predetermined value known as the confidence level” (p. 251-252).  
Although simple random sampling continues to be a reliable approach to selecting a 
sample from a population, contemporary approaches to sampling may include a combination 
of random sampling and structured sampling, such as stratified sampling (Thompson, 2012). 
This method employs knowledge about the structure of a population in order to select 
proportional random samples from units within the population. For example, in agriculture, a 
farm may be divided into equally sized plots. In selecting a sample from the farm, a random 
selection of plants may be drawn from each of the plots. Likewise, if the plots are of different 
sizes, the number of samples to be drawn from each plot may be in proportion to the size of 
that plot relative to the total growing area of the farm. Stratified sampling allows for both 
randomisation and a meaningful representation of the distribution of samples among the 
entire population. It allows the sample to be more representative of any diversity known to 
exist among the population (Thompson, 2012). Another sampling technique is extreme case 
sampling. This method identifies subsamples whose characteristics place them at either end 
of the frequency distribution for a random sample so as to examine the features of the 
subsample that explain their position at the ends of the distribution, thus providing insight 
into factors affecting the whole sample (Thompson, 2012). 
The method of sampling, as an important consideration of research design, must be 
matched to the purposes of the research and to the nature of the population being studied. In 
the present study, a stratified random sample meets all the criteria (Thompson, 2012) for a 
purposeful and reliable sampling method. 
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4.2.4 Survey methodology. 
The term survey can refer to a range of data collection strategies, both quantitative 
and qualitative. 
4.2.4.1 Surveys and questionnaires.  
A survey is a pre-structured research design (Punch, 2003) which seeks to “provide a 
quantitative or numeric description of trends, attitudes, or opinions of a population by 
studying a sample of that population” (Creswell, 2003, p. 153). It is a method of extrapolating 
from a sample to make generalisations about a population. A survey is a measure taken at a 
particular point in time “with the intention of describing existing conditions” (Cohen, 
Manion, & Morrison, 2000, p. 169) in order to build or illustrate a theoretical model of an 
aspect of the world. Gaski (2013) explained that surveys are either conducted through 
communication with participants (written or face-to-face) or via observation. He also warned 
that the term survey should not be used interchangeably with questionnaire, as ‘survey’ is a 
research design, whilst a ‘questionnaire’ is a data collection method. A questionnaire may be 
self-administered (pen and paper, or via a computer or other digital device) or conducted in 
an interview setting. Although questionnaires are one method for gathering data, observation, 
counting instances of a behaviour, and analysing an environment for the distribution of 
particular features are all examples of research surveys (Coughlan, Cronin, & Ryan, 2009). A 
cross sectional survey captures data at a point in time, whilst a longitudinal survey captures 
data at a series of temporal points (Babbie, 1990). Coughlan et al. (2009) identified 
correlational survey research as another category of survey use. In correlational surveys, the 
researcher is seeking to describe and compare the relationships between variables being 
measured by the items in the survey (Coughlan et al., 2009). 
The use of self-administered questionnaires to gather data from respondents to 
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describe psychological phenomena is a common survey method (Weisberg, Krosnick, & 
Bowen, 1996). The responses to the questionnaire seek to represent variables identified a 
priori in a conceptual framework, so as to “find out how different variables are related to 
each other, and why” (Punch, 2003, p. 19). Cohen et al. (2000) highlighted three concerns 
that should be foremost in planning a survey research design and questionnaire method: (a) 
the purpose of the enquiry; (b) the population upon which the survey is focused; and (c) the 
resources available with which to conduct the survey. These concerns then shape the planning 
and implementation of the survey. 
A questionnaire should include a clear statement to the respondents about the research 
and what is expected of them (Weisberg et al., 1996). It should also address matters of 
consent and prepare respondents so that, as far as is possible, they do not experience distress 
or cognitive dissonance while answering the questions (Coughlan et al., 2009). For example, 
it is important to remind the respondents that their privacy and confidentiality is assured at all 
stages of the research (Weisberg et al., 1996). This allows respondents to answer items 
believing that they will not suffer adverse outcomes by participating in the research. 
Questions can be closed-ended or open-ended. Open-ended questions give 
respondents the opportunity to use free-form language to express their answers to questions 
(Weisberg et al., 1996). This may be in the form of a single word, a sentence, or a longer 
response. The data gathered from open-ended items are treated as qualitative data (although 
some quantitative, linguistic analysis can be conducted on open ended items) (Reichardt & 
Cook, 1979). Items which offer respondents a series of options from which to choose are 
closed-ended questions (also known as ‘forced-choice’ items). These are often presented as 
response scales and are used to gather quantitative data (Babbie, 1990). A common format is 
to read a statement and ask respondents to rate their agreement using a scale, for example, 
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from strongly disagree to strongly agree. 
There are several advantages of using a survey to collect data to study phenomena. It 
allows the researcher to “gather information about the incidence and distribution of, and the 
relationships that exist between, variables in a predetermined population” (Coughlan et al., 
2009, p. 9). Surveys generally are cost-effective, especially when they are applied to a sample 
rather than an entire population. 
Coughlan et al. (2009) identified limitations of survey use, including problems of 
validity and reliability. The validity of a survey is the extent to which the survey measures the 
phenomenon it is designed to measure. The validity of a survey can be affected by poor item 
design, where items do not measure the phenomenon they are meant to measure. Validity can 
also be impacted by poor instructions, item ambiguity, or by poor visual design of paper or 
online questionnaires (Coughlan et al., 2009). Survey reliability is the degree to which the 
questions used in a survey elicit the same type of information each time they are used under 
the same conditions (Alwin, 2007). The reliability of a survey relates to the consistency of the 
instrument, the internal consistency of items within scales, and the replicability of the survey 
across a sample of the population. If one respondent understands the items in a survey 
differently from another respondent, then this will have an impact on the survey’s reliability. 
These deficiencies are known as measurement errors and will result in data that do not validly 
measure the variables driving the research design (Babbie, 1990; Coughlan et al., 2009; 
Punch & Punch, 2003). Surveys are also susceptible to sampling errors, including non-
representativeness and nonresponse errors. The disadvantages of survey methodology can 
mostly be addressed through robust survey design and high quality sampling procedures, 
although it is impossible to create a perfect survey or enlist a perfectly statistically 
representative sample (Coughlan et al., 2009). The principles of robust survey design include 
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a detailed theoretical understanding of the phenomena being studied, the development of 
items which are unambiguous and clear, testing the survey items with either an expert group 
or a pilot study, providing clear instructions to the respondent, providing a clear and easily 
navigated survey interface (on paper or a computer screen) (Punch & Punch, 2003).  
With the broad accessibility of computers and other digital communication devices 
(e.g., mobile phones, tablets), survey questionnaires can be readily distributed and responded 
to online. Wright (2006) identified three advantages of conducting surveys online: (a) ease of 
access to populations and samples within populations; (b) the time saved by the asynchronous 
nature of the online survey; that is, the researcher does not need to engage with the 
respondent in real time; and (c) the low cost involved in distribution and collection of surveys 
over the internet. Another advantage identified by Tuten (2010) is that respondents are likely 
to feel more anonymous when answering questionnaires on a computer than when answering 
face-to-face with an interviewer, thus increasing the likelihood of honest responses. 
Online surveys have limitations, including: (a) the researcher cannot be positive about 
the identity of the respondent; (b) non-response error caused by technology or usability 
issues; (c) samples may be skewed towards respondents with adequate technology access and 
skills, known as sample coverage error; and (d) measurement error caused by poor 
questionnaire or interface design (Lefever, Dal, & Matthíasdóttir, 2006; Tuten, 2010; Wright, 
2006). As with any social scientific research, online surveys require a valid and 
representative sample of the population being studied, clear instructions, a set of items 
carefully designed to measure the variables the hypotheses, and an interface design that does 
not hinder the thoughts and actions of the respondents (Reips, 2010).  
 
121
  
 
 
4.2.4.2 Scales and scale development. 
Harman (1960, p. 5) wrote that “…a principal objective of factor analysis is to attain a 
parsimonious description of observed data” and that scales seek to simplify observed data 
into manageable units. Scales are “measurement instruments that are collections of items 
combined into a composite score and intended to reveal levels of theoretical variables not 
readily observable by direct means” (DeVellis, 2017, p. 15). DeVellis (2017) described 
survey items as indicators of constructs that cannot necessarily be directly measured (e.g., job 
satisfaction). The constructs on which items in a scale are based are derived from the 
theoretical framework which underpins a study and are inherent in the research hypotheses. 
In this sense, the items in a scale act as “proxies for variables” (DeVellis, 2017, p. 23).  The 
underlying construct which informs the construction of items and which those items are 
meant to represent is known as the latent variable, latent in that it is not readily observable or 
measurable, but is made apparent through other means, such as questions about beliefs, 
attitudes and behaviours. Bartholomew, Knott, and Moustaki (2011) explained that a latent 
variable is a “summarizing concept which comes prior to the indicators of it which we 
measure” (p. 2). A latent variable in social scientific and psychological research, which may 
use self-report questionnaires, is assumed to be the cause of the response to items in a scale, 
such that “the strength or quantity of the latent variable (i.e., the value of its true score) is 
presumed to cause an item (or set of items) to take on a certain value” (DeVellis, 2017, p. 
25). MacCallum and Austin (2000, p. 202) wrote that latent variables “are hypothetical 
constructs that cannot be directly measured”. When items in a scale are designed to measure 
the same latent variable however, the researcher can measure the correlation between the 
items. If the items are validly measuring a latent variable, then the researcher would expect to 
see the items correlating with each other for respondents. Well designed items will achieve 
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this internal consistency, measured by the Cronbach’s Alpha statistic. 
Different types of measurement scales can be used in the development of a 
questionnaire (DeVellis, 2017). These may be binary (e.g., agree or disagree) or a scale 
representing a range of response options, such as from strongly disagree to strongly agree 
over a five-point scale, sometimes known as a Likert-type Scale (Weisberg et al., 1996). 
Other measures can include frequency (e.g., How many times in the past week have you 
caught public transport? (a) none; (b) once; (c) twice; (d) three times; or (e) more than three 
times.), or any self-reported attitude, belief or behaviour that can be reported by degrees, 
increments or categories established in the questionnaire. Self-efficacy scales (described in 
detail in the next section) generally use a self-report of respondents’ beliefs in their 
capabilities to do successfully certain things, scored on an 11-point scale from 0% confidence 
to 100% confidence. Measurement scales such as these yield data that are appropriate for 
quantitative analyses, such as regression modelling or structural equation modelling (Johnson 
& Morgan, 2016). 
As was previously explained, survey reliability relies heavily on the design of items 
and scales. The reliability of a scale can be understood as “the proportion of variance 
attributable to the true score of the latent variable” (DeVellis, 2017, p. 39). The aim of the 
researcher is to, as far as possible, limit or control for variance that may be attributable to 
sources other than the latent variable. All items and scales will have some error variance. 
(DeVellis, 2017). 
4.2.4.3 The development of self-efficacy scales. 
According to Bandura (2006), self-efficacy scales are generally arranged along a 
response scale on which respondents rate their confidence that they can do a certain thing. 
Bandura (2006) suggested that instructions for completion of the items should use language 
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that places participants in the correct mindset for the task, avoiding outcome expectancy 
thinking. Scales developed to measure self-efficacy should not use language that asks the 
respondent about the likelihood of them achieving a goal, but about their capability of doing 
something. As identified by Dellinger, Bobbett, Olivier, and Ellett (2008), “beliefs about 
ability to attain outcomes confound self-efficacy and outcome expectations, not allowing for 
separation of beliefs about ability to perform behaviours and beliefs about the nature (i.e., 
responsivity, controllability, punitiveness, etc.) of the environment” (p. 754). 
Bandura (2006) explained that self-efficacy beliefs can vary in generality, the degree 
to which the belief applies over a range of related behaviours, and in strength. Respondents 
likely will ascribe more importance to some items than others, so there should be a range of 
items in the scale so that some are more fundamental to aspects of an individual respondent’s 
self-efficacy. Thus, it is important that items accurately capture both the specifics of task 
related thinking and the purpose and meaning of tasks. Bandura (2006) recommended that 
self-efficacy items should not be ambiguous, should allow for sufficient levels of challenge 
and gradations of performance, and should not have censored items, that is, items which have 
a minimum or maximum implied.  
The number of steps on the response scale is an important consideration, as too few 
steps can lead to low sensitivity and low reliability. This is because people generally avoid 
the two extreme responses, effectively reducing the number of steps by two (DeVellis, 2017; 
Kiesler & Sproull, 1986; Korkut Altuna & Arslan, 2016). Further, individuals may be able to 
make precise judgements in their response if more steps are available. Whilst some self-
efficacy scales, such as the Teachers’ Efficacy Beliefs System—Self Form (TEBS-Self) 
(Dellinger et al., 2008), require respondents to answer on a 4-point scale (1 = very weak 
belief in my capabilities, 2 = moderate belief in my capabilities, 3 = strong belief in my 
124
  
 
 
capabilities, and 4 = very strong belief in my capabilities), Bandura (2006) argued for an 
eleven-point scale on which to rate the strength of respondents’ beliefs, because scales with 
fewer steps are less sensitive and less reliable. 
4.2.4.4 The development of collective efficacy scales. 
Collective efficacy scales generally are developed using the same principles as for 
self-efficacy scales, and responses are generally on an 11-point scale from 0% confidence to 
100% confidence that the team or group has the capability to do something. Bandura (2006) 
referred to this construct as “perceived collective efficacy” (p. 316), as cognition 
fundamentally occurs within an individual. Goddard (2002) identified the unit of analysis as 
the challenge in measuring collective efficacy, because the latent variable ‘collective 
efficacy’ exists at the level of the group or team as a level two variable, yet its measurement 
occurs, usually, at level one with the individual as the unit of analysis. Bandura (2006) 
examined two methods for the measurement of collective efficacy. The first aggregates 
individual team members’ appraisals of their own capabilities (self-efficacy) and the second 
method aggregates individuals’ assessments of the capabilities of the group or team as a 
whole. Sirotnik (1980) argued that, when a researcher seeks to study group or team 
phenomena within a context of nested data, collected at the individual level, the items of the 
scale must only represent features of the group or team, not the individual, as aggregating 
responses about individuals to describe group phenomena is not valid. Goddard (2002) wrote 
that “psychometric analysis of the Collective Efficacy Scale should be conducted using 
school-level aggregates of teachers’ responses to the scale items” (p. 101). Bandura (2006) 
agreed that the aggregation of individual beliefs about the capabilities of the team is a more 
valid method as it “encompasses the coordinative and interactive aspects operating within 
groups” (p. 316). Notwithstanding, individual level analysis of collective efficacy has 
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occurred (e.g., Alavi & McCormick, 2018). 
4.3 Statistical Techniques 
Quantitative techniques used in this study are introduced and briefly explained in the 
following sections. 
4.3.1 Common factor analysis and principal components analysis. 
Factor analysis is a statistical technique used to reduce a large number of interrelated 
variables to a smaller set of derived, underlying factors (Hair, Black, Babi, & Anderson, 
2010). If some of the observed variables are correlated with one another, factor analysis may 
cluster them into factors or components. Whilst some authors treat factors and components as 
interchangeable terms describing items gathered into indicators of an underlying variable, De 
Vellis (2017) argued that factors represent “idealized, hypothetical variables we estimate” 
while components are “alternative forms of the original items with their information 
combined” (p. 194). In this research, we use the term ‘factor analysis’ to describe the general 
process of reducing dimensions in a set of data and ‘components’ to describe categories of 
items subject to further interpretation and validation. De Vellis (2017) made the further 
distinction that factors are a prioi phenomena described by the responses to the items, 
whereas components are a product of the pattern of responses to the items. However, in the 
current research, the term factor applies to the resolved components at the conclusion of 
principal components analysis or factor analysis. 
There are two main approaches to factor analysis: exploratory factor analysis and 
confirmatory factor analysis (Hair et al., 2010). The exploratory approach is used when a 
researcher is attempting to reveal and explore an underlying structure among a set of 
variables. Exploratory factor analysis is closely related to principal components analysis, as 
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the researcher seeks to extract the principal, or most statistically significant, components 
identified by an analysis of the relationships between variables (Hair et al., 2010). Data 
gathered from surveys are often subjected to exploratory factor analysis or principal 
components analysis as a means by which the researcher can derive a structure or model with 
which to describe the phenomena examined by the survey (Cohen, Manion, & Morrison, 
2011). The confirmatory approach to factor analysis aims to describe the relationship 
between factors that exist in the theoretical framework and survey design. The process of 
exploratory factor analysis is made up of a series of steps which are briefly described in the 
following sections. 
4.3.1.1 Creation of a correlation matrix. 
The first stage of regression analysis is to compute the correlation matrix for all the 
observed variables. The correlation matrix is the key input for exploratory factor analysis 
basically because, historically, this was how the technique was developed (Tabachnick & 
Fidell, 2013). There will likely be some correlation between components if the instrument 
was designed to measure related concepts. Some variance, however, is essential for 
regression analysis. It has been suggested that variables which do not have significant 
correlations with any other variables should be excluded from exploratory factor analysis 
(Coakes, 2013; DeVellis, 2017). Where there are significant and strong correlations (r > .60), 
the researcher must consider whether the variables are measuring distinct phenomena, or the 
same. It is conventional for components with a Pearson coefficient greater than .70 to be 
excluded from regression analysis, as they may be either redundant or confounding (Belsley, 
Welsch, & Kuh, 1979; Tabachnick & Fidell, 2013). The correlation between two independent 
variables is called collinearity, and between multiple independent variables is called 
multicollinearity. 
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4.3.1.2 Testing the adequacy of sample size and suitability for factor analysis. 
 According to Hair et al. (2010) and Maas and Hox (2005) generally the larger the 
sample size, generally, the more powerful the outcome of the factor analysis and regression 
analysis. It has been suggested that a minimum sample size of 100 subjects is adequate, but 
more than 200 subjects increases the reliability of the analysis (Coakes, 2013; Hair et al., 
2010; Maas & Hox, 2005). DeVellis (2017) explained that when the goal of factor analysis is 
to develop a psychometric scale, sample size, along with the number of items and the number 
of scales to be extracted, all have a bearing on the quality of the factor analysis, and argued 
that “the sample should be sufficiently large to eliminate subject variance as a significant 
concern” (p. 137). It is, however, impossible to eliminate all subject variance from data 
collected via a survey. Whilst samples above 300 are judged to be preferable for factor 
analysis and scale development, very reliable and valid factors can be extracted from smaller 
samples (DeVellis, 2017). 
Dziuban and Shirkey (1977) reported on the use of the Kaiser-Meyer-Olkin measure 
of sampling adequacy (KMO) for factor analysis. When data are subjected to KMO analysis 
and yield KMO values approaching one, the data are judged to be suitable for factor analysis. 
Bartlett’s Test of Sphericity can also be applied to multivariate data to judge their adequacy 
for factor analysis. The test determines if there is insufficient variance in the data to warrant 
the extraction of components or factors, making a case for the null hypothesis that the data 
describe a single variable (known in this context as an identity matrix) (Meyers, Gamst, & 
Guarino, 2017). 
4.3.1.3 Extraction of components. 
There are a number of mathematical approaches to component extraction appropriate 
to different research methods that have been thoroughly described in the literature 
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(Bartholomew et al., 2011; Hair et al., 2010; Klein & Kozlowski, 2000; Meyers et al., 2017). 
Principal components analysis relies on the analysis of three types of variance in the data: 
common, unique and error variance (Brown, 1998).  Common variance is the variance shared 
with all of the variables. Unique variance is the measure of variance which is specific to one 
variable and error variance is the measure of the random error inherent in the data. Principal 
components analysis is primarily concerned with the measure of total variance. In principal 
components analysis, linear combinations of the variables are computed, and clusters of 
common variance are identified as possible components describing underlying variables. An 
eigenvalue represents the variance accounted for by a variable (Hair et al., 2010) or “the 
amount of information captured by a factor” (DeVellis, 2017, p. 166). The first component 
identified has the largest eigenvalue, and subsequent eigenvalues decrease in size as each 
subsequent component is identified. Researchers generally set an eigenvalue threshold, below 
which a putative component is not considered for interpretation. Usually, this threshold is set 
at eigenvalues greater than or equal to one (Hair et al., 2010). An eigenvalue less than one 
indicates a factor or component represents less information than a single item, making the 
component illogical in terms of data reduction. A scree plot is another method for deciding 
which components are acceptable for further analysis. A scree plot shows the percentage of 
total variance accounted for by each extracted component (DeVellis, 2017). By examining 
the point on the plot where the plot drops away (sometimes referred to as the ‘elbow’ of the 
plot), a decision can be made to include only components before that point. Hair et al. (2010) 
suggested that the component after which there is the sharpest drop in percentage variance 
should be the final component included in the solution. Both methods provide only basic 
information about the structure of the data, and do not allow scope for detailed analysis and 
interpretation. The solutions suggested by these methods are only valid if they provide a 
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cohesive model and can be understood in terms of the theoretical framework which underpins 
the study (Weisberg et al., 1996). De Vellis (2017) argued that a factor is interpretable “to the 
extent that the items associated with it appear similar to one another and make theoretical and 
logical sense as indicators of a coherent construct” (p. 167). 
Principal components analysis generates a set of component loadings for each item or 
observed variable. These loadings are expressed as a value between -.99 and .99, and 
represent the degree to which that item loads on the identified component. It is desirable to 
have observed variables load onto only one component, generating a simple component 
solution (Hair et al., 2010). It is more common for observed variables to load onto multiple 
components, with different loadings. Generally, loadings greater than .30 are considered 
acceptable for inclusion in the solution (Hair et al., 2010). Hair et al. (2010) warned that the 
significance of factor loadings is susceptible to sample size and that factors derived from 
samples less that 200 should have loadings greater than .40 to be considered significant, with 
samples smaller than 200 requiring higher loadings. Cross-loading is when an item loads on 
multiple components at values greater than .30. When this occurs, the researcher must decide 
if there is a good theoretical fit for the strongest loading with the identified component, or the 
item may need to be excluded from the analysis and the computation repeated (Hair et al., 
2010). The analysis is repeated until a coherent solution, with interpretable components, is 
achieved. 
4.3.1.4 Component matrix rotation. 
For component solutions that have more than one component it is usually necessary to 
rotate the axes of the component matrix to aid the interpretation of the components. Hair et al. 
(2010) explained that the effect of rotating the component matrix is “to redistribute the 
variance from earlier factors to later ones to achieve a simpler, theoretically more meaningful 
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factor pattern” (p. 111). This makes the loadings more interpretable. The two broad 
categories of rotation are orthogonal (which constrains the factors to be uncorrelated) and 
oblique (which allows correlated factors) (Hair et al., 2010). For data where there are high 
degrees of correlation, an oblique rotation method, such as Oblimin, often yields the most 
interpretable component matrices (Hair et al., 2010).  
4.3.1.5 Labelling components 
Once a coherent component solution has been generated labels are created for each 
component. This is to clarify the meaning of each component and is done by making a 
judgement about the shared meaning of each observed variable loaded on that component. 
The researcher should examine these in relation to the theoretical framework, which 
underpins the study, as well as in relation to the hypotheses and research questions, which 
framed the survey. By doing this, the validity and coherence of the resolved components can 
be established (Hair et al., 2010).  
4.3.1.6 Factor scores. 
Once the factors have been adequately solved, the factor scores may be generated. A 
factor score is a “composite measure created for each observation on each factor extracted in 
the factor analysis” (Hair et al., 2010, p. 90). Thus, in a survey, a factor score is generated as 
a standardised measure of each respondent’s results for each factor. Once generated, factor 
scores can be used as variables in subsequent analyses such as multiple regression analysis.  
4.3.1.7 Reliability and validity. 
Reliability statistics can be calculated for each scale made up of the items in each 
factor (Coakes, 2013; DeVellis, 2017; Hair et al., 2010). The most common measure of scale 
reliability is Cronbach’s alpha, which is defined as “the proportion of a scale’s total variance 
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that is attributable to a common source, presumably the true score of a latent variable 
underlying the items” (DeVellis, 2017, p. 46). DeVellis (2017) explained that Cronbach’s 
alpha scores can generally be improved with a greater number of items and with items 
designed to precisely measure the underlying variable. Although the Cronbach’s alpha 
statistic is generally understood to be a weak measure of reliability, assessed alongside the 
more rigorous processes involved in factor analysis, the researcher can proceed with 
confidence that the scales measure the identified variables. 
4.3.2 Multiple regression analysis. 
Multiple regression analysis is a statistical technique used to analyse the relationship 
between a single dependent, or outcome variable and a combination of several independent, 
or predictor variables (Hair et al., 2010; Weisberg et al., 1996). The aim of multiple 
regression analysis is to calculate the degree to which independent variables in combination 
can predict a dependent variable (Snijders & Bosker, 1999). The variables included in the 
regression model are generally drawn from the theoretical framework and hypotheses 
framing the study and derived from the factors identified using factor analysis. The variables 
must be prepared so that their relationship can be computed mathematically. This requires 
nonmetric variables to be presented numerically. In social scientific, quantitative research, 
this generally is achieved using response scales. The variables used in multiple regression can 
be continuous, ordinal or categorical. When nonmetric variables are included in a regression 
model it is necessary to prepare them as dummy variables. According to Hair et al. (2010), 
dummy variables are “used to account for the effect that different levels of a nonmetric 
variable have in predicting the dependent variable” (p153).  
Regression analysis ascribes a weight to each independent variable that denotes that 
variable’s contribution to predicting the dependent variable. Hair et al. (2010) explained that 
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“the weights denote the relative contribution of the independent variables to the overall 
prediction and facilitate interpretation as to the influence of each variable in making the 
prediction” (p. 157). 
4.3.2.1 Multilevel regression analysis. 
In many social science research contexts, data are nested at different levels: students 
in a class; residents in a local government area; players in a team, or employees in an 
organisation (Snijders & Bosker, 1999). In social scientific, non-experimental research it is 
important to account for the mutual impacts of individuals and their groups. When an 
analysis contains independent variables that describe phenomena at a group level, and 
dependent variables that operate at the individual level, it is necessary to account for the 
multilevel structure. This is to ensure that standard error estimations can be correctly 
computed. The statistical methods involved in multilevel analysis can account for and model 
the effect of the group (or class) to which the higher level data belong. Level two data are 
treated differently in the regression calculations so that variability between groups and 
variability within groups are accounted for (Snijders & Bosker, 1999).  
4.3.2.2 Variance decomposition and the intraclass correlation coefficient. 
Variance decomposition is designed to measure the ratio of the expected or known 
variance to the unexpected variance, or variance from unknown sources (Heck & Thomas, 
2015). In multilevel data analysis it is necessary to examine variance that can be attributed to 
differences in the level two entity: the team or group in which individual level one data are 
nested. When level one data are nested in level two groups, variance decomposition is a basic 
form of multilevel modelling. It produces the intraclass correlation coefficient (ICC) which 
measures “the degree of resemblance between micro-units belonging to the same macro-unit” 
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(Snijders & Bosker, 1999, p. 16). The ICC statistic isolates and quantifies separate sources of 
variance in the data. In the case of a multilevel study, the result is assessed for significance at 
the team level, or level two. When a variable has a statistically significant ICC the researcher 
should investigate the reasons for intraclass or between group variance related to this variable 
(Snijders & Bosker, 1999). If a level two variable does not have a statistically significant 
ICC, there is insufficient variance between level two groups and the variable should be 
omitted from the regression analysis. 
4.3.2.3 Control variables in multiple regression analysis. 
It is not possible to build a regression model that accounts for 100% of variance in 
nonexperimental human research (Howell, 2014). There will always be exogenous factors 
present in the respondents or their environment which will likely affect the behaviour or 
nature of a dependent variable, and possible interact with independent variables. When these 
factors can be identified, or predicted to operate on the dependent variable, they should be 
controlled for in the regression model (Aneshensel, 2013). Characteristics of respondents 
such as sex, age, level of income or education may not be integral to a particular theoretical 
model. They should, however, be included as control variables if they can be predicted to 
have an effect on the dependent variable. In doing so, the researcher seeks to build a model 
which most closely represents the real world and from which valid generalisations can be 
made (Aneshensel, 2013). 
 4.3.2.4 Stages of regression analysis. 
Hair et al. (2010) proposed a six-stage process for designing and implementing a 
multilevel regression analysis. The first stage is clarifying the objectives of the analysis (and 
therefore the appropriateness of regression as a method) and carefully identifying the 
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dependent, independent and control variables, as well as the levels at which the variables sit. 
The second stage in research design addresses issues of statistical power and sample size. At 
this stage, dummy variables may need to be created to account for non-metric data, and 
transformations may have to be applied to account for nonlinear (or curvilinear) relationships. 
The third stage includes testing the data for the necessary assumptions required for multiple 
regression analysis. These usually include that the error terms are normally distributed, that 
the variance around the regression line is similar for all values (homoscedacity), and that the 
error terms are independent. Next, a technique is developed which will determine the 
structure and order in which independent variables are introduced into the regression model. 
Hair et al. (2010) described two of the most common methods for doing this: confirmatory 
specification and sequential search methods. The confirmatory specification method uses an a 
priori theoretical model of the relationships between the independent and dependent variables 
to structure the regression model and decide on the order in which variables will be 
introduced. Sequential search methods use feedback from the regression model as it is being 
built to make decisions about the order and structure of the regression. Stepwise estimation, 
which is a type of sequential search method, first introduces the variables which are expected 
to have the greater predictive power, followed by variables in descending order of expected 
predictive power. If an introduced variable does not make a statistically significant 
contribution to the predictive power of the regression variate, it is eliminated and the 
regression repeated with the next variable introduced. Forward addition and backward 
elimination are also methods of sequential search and both use a trial-and-error method of 
analysis, where each variable is either added (in forward addition) or eliminated (in backward 
elimination) and the impact of the regression variate is examined. Many researchers adopt a 
sequential search method for the development of a regression model because decisions about 
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the structure of the model are based on the predictive power and the goodness of fit of each 
independent variable (Hair et al., 2010). The effect of each independent variable must be 
assessed in terms of the regression coefficient (the variable’s predictive power), the standard 
error of the estimate, and the statistical significance of the coefficient, to determine if the 
variable remains in the regression analysis. Variables in the model are examined to assess 
their relative importance as predictors of the dependent variable and any collinearity is 
addressed. If necessary, variables may be eliminated and the analysis repeated. Generally, all 
statistically significant coefficients remain in the regression variate. The fifth stage of the 
analysis is interpretation of the regression variate to assess the degree to which it meets the 
objectives of the design (either predictive or explanatory). It is necessary at this stage to 
examine the relative contribution of each of the independent variables, as well as to assess the 
theoretical impact of any variables that were omitted from the final model due to lack of 
statistical significance or collinearity. An optional final stage, according to Hair et al. (2010), 
is for the model to be validated using a method such as split sample modelling, if the sample 
is sufficiently large. In split sample modelling, if the sample is sufficiently large, 50% of the 
responses are selected randomly and the regression variate is used to predict the dependent 
variable. Another empirical validation technique is to draw an entirely new sample from the 
population and assess the degree to which the regression variate predicts the dependent 
variable (Hair et al., 2010).  
The order in which variables are added to the model can have an impact on the 
regression analysis. In the present study, a hierarchical technique will be used. A hierarchical 
technique uses a rationale for the order of variables, such as time order. In the present study, 
control and environmental variables will be introduced first, in order of proximity to the 
respondent (e.g., gender first, then religion, then qualifications, etc.), followed by theoretical 
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variables at level one. Finally, theoretical variables at level 2 will be introduced to the model.  
4.3.2.5 Post-hoc tests. 
It is sometimes necessary to conduct post-hoc tests after regression analysis to extract 
further information about the relationships described by the regression analysis. This is 
relevant when a regression has included dummy variables, as the regression analysis cannot 
quantify the effect of the different categories of the dummy variable on the dependent 
variable. In this case, a Scheffe test is conducted to make multiple comparisons between 
levels of a dummy variable to determine the statistical significance, if any, of each level in 
relationship to the dependent variable (Miller, 2002). Whilst the Scheffe test is widely used to 
compute the effect of dummy variables, its limitation is that it is overly conservative, giving 
rise to the possibility of Type 2 errors (Miller, 2002). 
4.4 Qualitative Methods 
Qualitative methods are those strategies employed by social scientists that seek to 
illustrate a social or psychological phenomenon in the context of the subjects themselves 
(Creswell, 2003). According to Klenke (2016) qualitative research “is a process of 
naturalistic inquiry that seeks in-depth understanding of social phenomena within their 
natural setting or context” (p.7). The methods used in qualitative research can capture a 
greater breadth of human experience and interpretation than is gathered by quantitative 
studies, due to the more open ended nature of the data gathering methods (Creswell, 2003; 
Rossman & Rallis, 2012). As has been noted earlier, statistical models cannot represent a 
complete picture of a phenomenon in reality. At best, they are an approximation of a 
phenomenon (Howell, 2008). Although statistical tests, such as correlation studies and 
regression analyses are most often accompanied by a measurement of their statistical power 
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or significance, the generalisability and reliability of statistical analyses have been subject of 
debate among social scientific researchers (e.g., Hunter, 1997). Research based on mixed 
methods is designed to build knowledge by providing data from multiple methods of enquiry, 
so that the combined power of the data enhances the robustness of the research outcomes 
(Creswell, 2003; Denzin, 2010; DePoy & Gitlin, 2016; Morgan, 2007; Teddlie & Tashakkori, 
2003). Creswell and Poth (2018) described five main categories of qualitative research: 
narrative research; phenomenology; grounded theory; ethnography, and case study. Within 
each category, a variety of data collection tools may be employed, including observation, 
interviews, surveys, and the study of artefacts. In this section, a range of qualitative methods 
will be introduced briefly and their strengths and limitations discussed.  
4.4.1 Narrative research. 
Narrative research, also known as biographical story-telling, is a method of research 
which aims to collect and interpret stories and documents about subjects’ experiences related 
to the matters being studied (Creswell & Poth, 2018; Ewens, 2017). Because of the depth and 
detail of data collected from individual subjects, researchers can gain insights about how 
reality is experienced by subjects from a close interpretation of their stories. Squire et al. 
(2014) explained that narrative research can draw on already existing narratives or can 
investigate narratives produced for the research project, such as when subjects are asked to 
compile a photo essay of their experience or tell their version of an event. In most cases, 
researchers are interested in narratives as resources for research that reveal something about 
the world or experience of the participants. From this resource, researchers can develop new 
knowledge about the phenomenon being studied by examining either the structure of the 
narrative (narratology), its content, or its context (Squire et al., 2014). The strength of 
narrative research is that the context it describes is a rich source of information with which to 
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interpret the meanings and significance of the elements of the narrative. The major limitation 
is that its meaning and significance is not generalisable or replicable. 
4.4.2 Phenomenology. 
In phenomenology the unit of analysis is not the human subject, but the phenomenon 
itself (Klenke, 2016). It is the study of phenomena as they are observed by the researcher, and 
an examination of the meaning, direction, or purpose of the phenomenon. As far as possible, 
phenomenological research is conducted without a priori assumptions about the phenomenon 
so that the researcher describes a phenomenon as it is, “allowing the essence of that 
experience to emerge” (Klenke, 2016, p.209). In this sense, the researcher’s impressions and 
descriptions of a phenomenon are necessarily subjective. Klenke (2016) cited the 
phenomenological philosopher, Heidegger, who said that no phenomenon can be observed 
and described without reference to the observer’s background, and the meaning to be drawn 
from a phenomenon is constructed from the observer’s background and experience. Giorgi 
(2014) argued that phenomenological enquiry was an approach to psychological research that 
provided a more holistic and nuanced understanding of human beings than naturalistic or 
mechanistic methods, which he saw as ‘reductionistic’. He further argued that psychology 
should break away from empiricism and embrace methods which respect the ‘irreal’ 
dimensions of human experience (Giorgi, 2014). This is the main criticism of 
phenomenology, that its research products are not falsifiable or replicable because each 
inquiry is unique. Further, there exists the risk that the researcher cannot adequately account 
for the effect that their own frame of perception has had an impact on the essence of the 
description/explanation of the phenomenon (McCabe & Holmes, 2009). The limitations of 
phenomenology include the lack of shared understanding about a phenomenon, even between 
researchers of the same phenomenon, and the limited application of the results of 
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phenomenology in developing theory. 
4.4.3 Grounded theory. 
Grounded theory is an inductive qualitative method whose purpose is explanatory 
theory about a process or an action (Charmaz, 2017). It is different from other methods of 
qualitative enquiry in that the researcher seeks to construct a theory out of the qualitative data 
via (usually) an iterative cycle of data collection and analysis (Creswell, 2003). The 
researcher conducts simultaneous data collection and analysis with the aim of discerning 
categories. These categories are then refined by comparative analysis until a theoretical 
understanding of the phenomenon emerges. The method leads the researcher to “define, 
explicate, and conceptualize” the data (Charmaz, 2017, p. 1) through multiple rounds of 
analysis across multiple methods of enquiry and investigation. Charmaz (2017) explained that 
the widely used qualitative tools of thematic coding and iterative categorical analysis were 
originally developed by grounded theorists. Corbin and Strauss (2015) developed the 
procedure for systematically developing categories through comparison of data, and the 
process of coding the data to map the emerging categories. Creswell and Poth (2018) 
described the process of data collection, analysis and further collection as zig-zagging 
between the research field and the office until each category is saturated, that is, until no new 
knowledge can be gathered about a category. Charmaz (2017) identified the strengths of 
grounded theory as: (a) building a theory from the specific to the general; and (b) researchers 
must evaluate their emerging theory at every step. Creswell and Poth (2018) identified some 
of the disadvantages of grounded theory as: (a) the need for researchers to set aside all 
existing theories; (b) knowing when sufficient data have been collected to develop a theory; 
and (c) some of the prescribed methods are potentially restrictive, in that they may impact 
upon the subject of the study, thus influencing the observations. 
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4.4.4 Ethnography. 
Ethnography is the study of a culture through its people via the means of participant 
observation and interviews (formal and/or informal) in the context within which the people 
live (Hammersley & Atkinson, 2007). It is inductive, in that it does not require researchers to 
have a theoretical framework a priori, but rather an exploratory approach in response to a 
broad question. In this sense, the research design is generally unstructured. Hammersley and 
Atkinson (2007) described ethnography as usually small scale research in specific contexts (a 
family, a community, a village), and that the type of description that results tends to be 
localised and not intended for the purposes of generalisation. The objective is for a detailed 
and highly nuanced description of social phenomena or organisation. Miles, Huberman, and 
Saldaña (2014) listed the main features of ethnographic research as involving: (a) extended 
time immersed in the community being studied; (b) participation by the researcher in the 
social dynamics of the community; (c) extracting meaning from the interpretations people in 
the community have about their experiences; (d) detailed description of a community’s 
culture and shared understanding. Hammersley (1992) identified disadvantages of 
ethnography as including finding a means by which to assess the validity of ethnography, and 
the challenge of making the ethnographic product relevant to an audience beyond those 
concerned with the specific community or culture being studied. 
4.4.5 Case studies. 
A case study is a more focused form of ethnography, which seeks not to describe an 
entire culture or community at a point in time, but to develop a detailed understanding of a 
specific case in order to extract themes (Creswell, 2003). Creswell and Poth (2018) identified 
the defining features of the case study method as: (a) focusing on a specific case to the 
subject of the study; (b) the case is defined within parameters, e.g., time frame, location, 
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people involved; (c) the case study is purposeful, either as an intrinsic case (a unique or 
unusual case), or as an instrumental case (which illustrates a known issue); (d) the case study 
yields in-depth understanding of the case; (e) the data will usually be organised into themes 
which are distilled during the analysis of the data so that conclusions may be drawn. Because 
case study research is philosophically similar to both grounded theory and ethnographic 
research, it shares the same caveats applied to those methods, namely, the generalisability of 
the research outcomes, the possibility of the researcher introducing their own bias or 
ideological frame into the enquiry, and the question of what to include and omit from the 
study (Creswell & Poth, 2018). Yin (2018) warned that it is challenging to account for the 
validity and reliability of case study research and that is especially true for a study which 
relies on a single case. 
4.4.6 Qualitative surveys. 
Jansen (2010) defined qualitative surveys as an enquiry within a sample of the 
population to determine the diversity of a phenomenon, or meaningful variation with the 
sample in relation to a phenomenon or phenomena for the exploration of meanings and 
experiences. According to Jansen (2010) the data collection method for qualitative surveys is 
not determined by the theoretical framework or research design and may include interview 
questions in a questionnaire, semi-structured interviews, observations, or a combination of 
methods. The aim is to arrive at a “compact multidimensional description of 
diversity/variance” (p. 7) in a sample of the population with a view to explaining the diversity 
in the context of the population. Ideally, to achieve this aim, the sampling method should 
achieve a ‘diversity sample’ which represents the existing diversity in the entire population 
based on known distributions (Onwuegbuzie & Collins, 2007). 
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4.5 Conclusion 
In this chapter, methodologies appropriate for this study were identified, briefly 
described and evaluated. The main quantitative methods employed by social scientists, 
including statistical analyses of data using correlational and regression techniques, as well as 
qualitative techniques were briefly described.  
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5. ANALYSIS 
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5.1 Introduction 
This chapter begins with the research methods. The sample is described and 
procedures are explained. The methods employed to develop the survey instrument and items 
are described. 
Consistent with the social cognitive framework, a survey was developed to yield data 
using self-report psychological scales as the primary method for exploring the relationships 
between self-efficacy for teaching RE and other variables in the framework. The study was 
approved by the University of Wollongong Ethics Committee (see Appendix 1). Ethical 
approval was also a requirement of every Catholic diocese in Australia. Each diocese was 
approached using its prescribed research application process and approval granted in writing 
(see Appendix 2).  
Quantitative techniques including exploratory factor analysis and multilevel 
regression modelling were used to test the hypotheses and address the research questions 
presented in chapter 3 and the results are discussed. 
5.2 Methods 
5.1.1 Sample selection. 
Before undertaking this study, the size of the population of teachers teaching RE in 
Australian Catholic high schools was estimated. Information was sought from the peak body 
representing Catholic schools in Australia, the National Catholic Education Commission of 
Australia (NCEC). According to the NCEC, in 2015 there were 349 Catholic secondary 
schools (with students aged 12 – 18 years) and 137 combined primary and secondary schools 
(educating students aged 5 – 18 years). These 474 schools educated 360 790 students. This 
number had been growing steadily since the inauguration of the NCEC (when it began 
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tracking data nationally) in 1986 (National Catholic Education Commission, 2016). There 
were 28 071 secondary teachers working in Catholic schools in 2015.  
The target sample size was 72 RE teaching teams randomly selected across Australian 
states and territories. Seventy-two teams of RE teachers represented approximately 15% of 
the total number of secondary school RE teaching teams in the country. This number also 
exceeds the standard threshold for group level or multilevel analysis. Maas and Hox (2005) 
asserted that, in multilevel analyses, such as multilevel regression or structural equation 
modelling, fewer than 30 groups would yield an unacceptably high margin of error, whilst 50 
groups or greater is ideal. This threshold is also supported by Monte Carlo population 
simulations (Cappé, Guillin, Marin, & Robert, 2004). The target sample size for the 
individual level data was greater than 300 teachers. Based on the assumption that each high 
school RE team comprised at least five teachers, the total number of individual responses was 
expected to approach 350. Generally, in Catholic high schools around Australia, RE 
represents 12.5% of the total hours in the Year 7 to 10 curriculum. Years 7 to 10 are the 
compulsory years of secondary schooling in Australia. As such, it was conservatively 
estimated that 12.5% of teachers (approximately 3500) in Catholic high schools were 
involved in the regular delivery of the RE curriculum. A sample of between 250 and 300 RE 
teachers was considered acceptable. 
5.2.2 Sample. 
The distribution of Catholic schools across Australia is not uniform; some states have 
a significantly higher number of Catholic schools, Catholic school students, and Catholic 
school teachers than other states and territories. Consequently, it was decided that a stratified, 
random sample would be appropriate. By calculating the percentage of Australian Catholic 
schools with high school students in each state and territory, the same percentage was applied 
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to the target of 72 schools in total. The number of schools in each state was based on NCEC 
data (National Catholic Education Commission, 2013), as sampling was conducted in 2014 
and these were the most recent data. (see Table 5.1). 
Table 5.1 
Distribution of Catholic High Schools by State or Territory in 2015 
State or Territory Catholic schools with 
high school students 
% of total Catholic 
schools with high 
school students 
Number of schools 
to be sampled 
ACT 7 1.48 1 
New South Wales 163 34.39 25 
Northern Territory 10 2.11 2 
Queensland 99 20.89 15 
South Australia 33 6.96 5 
Victoria 102 21.52 15 
Western Australia 48 10.13 7 
Total 474 100 72 
Note: Some Catholic schools teach students from Kindergarten to Year 12. 
Using a database of all Catholic schools with secondary students arranged by state 
and territory, the schools were assigned random numbers. The total numbers of schools to be 
sampled from each state and territory were selected from this random list from the top down. 
Schools were disqualified from selection if they had fewer than 250 students, as they likely 
would have had very small RE teams. Schools were also disqualified if they were remote, 
serving largely Aboriginal student populations, as these schools faced socio-economic and 
cultural circumstances that could potentially distort the responses of the participants. Schools 
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that were disqualified were replaced with the next school in the randomised sequence. 
In Australia, each Catholic school RE curriculum is managed by the regional Catholic 
diocese, under the leadership of the Bishop. This governance system applies to both 
independent and systemic Catholic schools. Diocesan management of each systemic school is 
delegated to an organisation usually known as the Catholic Education Office (CEO). 
Research approval and supervision of research is governed by different policies and 
procedures in each diocese. One diocese rejected the application to conduct research. Once 
written approval to conduct research had been received from each diocese, the sampled 
schools were invited to participate in the study via personal letters and emails to the school 
principals or school administration contact. It was often necessary to resend invitations as 
generally the number of responses was poor. After some months of following up on the 
invitations to the 72 schools, a further 36 schools were invited to replace the schools that 
either declined or did not respond. These were selected using the same procedures. Again, the 
response rate to these invitations was quite low. When permission was granted by a principal, 
the Religious Education Coordinator (REC) was given information about the study and 
instructions for encouraging RE teachers to complete the online survey. In total, 42 high 
school RE teams, comprising 309 RE teachers, participated in the quantitative phase of the 
research. The teachers were from 47 Catholic high schools in every state and territory of 
Australia, except the Northern Territory; 63.1% were female and 36.9% male. According to 
the NCEC, the proportion of females teaching in Catholic high schools in 2015 was 59%, 
slightly lower than the sample (National Catholic Education Commission, 2016, p. 21). 
Weldon (2015) noted that gender balance varies with subject areas in high school; male 
teachers are more likely to teach mathematics, science and technical subjects than they are to 
teach humanities. As Religious Education falls into the domain of the humanities, it seems 
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reasonable that there would be more females than males in the sample. 
Two measures of school performance were included in the data: aggregate NAPLAN 
(National Assessment Program of Literacy and Numeracy) scores for students in Years 7 and 
9 and the attendance rate (the percentage of students who attended school 90% or more of 
available school days). Controlling for school performance is necessary, as self-efficacy for 
teaching RE is related to teacher mastery. Mastery experiences would be more likely in a 
high performing school than in a low performing school. These measures were also chosen 
because this national, mandatory, publicly available, standardised Australian database of 
school performance data allow some degree of comparison across dioceses and jurisdictions. 
The aggregate NAPLAN statistic was computed by adding the mean NAPLAN examination 
results for Year 7 and Year 9 students in all domains for each school in 2015. 
The Australian Curriculum and Assessment Authority (ACARA) Index of 
Community Socio-Educational Advantage (ICSEA) was used as a measure of each school’s 
relative educational advantage. This score is calculated using family education, employment 
and economic data collected by the Commonwealth government (ACARA, 2013). The data 
are standardised with a mean of 1000 and a standard deviation of 100. The mean for the 
sample was 1031.82 with a standard deviation of 66, indicating that the schools generally 
were more educationally advantaged than the Australian average; ICSEA scores ranged from 
782 to 1175. According to NCEC (2016), Catholic schools in Australia in 2014 received 83% 
of their funding from the Australian federal and state governments, while parents contributed 
the remainder ($3.1 billion) through school fees. Public education in Australia is free. It is 
reasonable to suggest that Catholic schools are likely to have a higher average ICSEA 
because parents of students in Catholic schools are expected to contribute financially to their 
children’s schools and are generally more likely to have the available income to meet this 
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expense. 
The sample represented schools from a range of geographic locations. The 
distribution of geographic location is shown in Table 5.2 and approximately reflects the 
distribution of the Australian population. The Australian Bureau of Statistics reported that 
67% of Australia’s population lived in cities and metropolitan areas in 2017 (Australian 
Bureau of Statistics, 2017b) and the sample appears relatively representative in that 63.2% 
were drawn from metropolitan schools. 
Table 5.2 
Geographic Distribution of Sampled Schools 
Location Teachers Percentage 
Metropolitan 192 63.2 
Regional 105 34.5 
Remote 7 2.3 
Missing 5 1.6 
 
RE team sizes ranged from 4 to 30 teachers (M = 17.45). The frequency of team 
meetings ranged from one per term (10 school weeks) to more than five per term (M = 2.57, 
SD = 1.28). The RECs averaged 4.5 years of experience in their current schools, ranging from 
0 years to 22 years. The length of time RECs had served in the role in their school was 
positively skewed (1.57) and 74.5% of RECs had worked in that role in their current school 
for five years or less.  
The 309 teachers of RE had mean teaching experience of 12.18 years (SD = 11.51) 
The maximum was 50 years. The distribution of years of experience was not normally 
distributed and positively skewed (Skewness = 1.05, SE = 0.14), indicating that there were 
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more relatively inexperienced teachers than experienced teachers in the sample. The RE 
teachers had worked in their current schools from 0 to 31 years (M = 6.51) with the 
distribution being positively skewed (1.82). 
To achieve diocesan accreditation to teach RE, each diocese in Australia requires 
teachers to be both baptised Catholic and have tertiary qualifications. In NSW Catholic 
schools, for example, the 2010 policy stated “Teachers of Religious Education must be 
qualified Catholic teachers, with the necessary background, knowledge and professional 
commitment to the Vision and Mission of the Catholic School” (Conference of Diocesan 
Directors of Education - NSW and ACT, 2010, p. 7). Table 5.3 represents the distribution of 
qualifications to teach RE in the sample. Although 71.8% of the sample had some form of 
tertiary level qualification to teach RE in a Catholic school, the remaining 28.2% of the 
sample reported no formal qualifications. The magnitude of this figure is significant in that a 
lack of qualifications to teach a subject will likely affect the teacher’s mastery and therefore 
self-efficacy beliefs about teaching that subject. It is also apparent that RE teachers without 
tertiary qualifications were working in contravention of the diocesan policies that regulated 
their practice. Further, the survey data indicated that 8.4% of the sampled teachers (n = 26) 
were not baptised Catholic, and yet were engaged in teaching RE. The number of non-
Catholic teachers in the sample is of interest, as all dioceses in Australia required RE teachers 
to be baptised Catholics. The high proportion of untrained RE teachers may relate to the 
availability of suitably qualified RE teachers, issues of resourcing and scheduling RE classes, 
or to a more general lack of trained and baptised Catholic RE teachers in the employment 
market. These data suggest that there was a large group of RE teachers in Australian Catholic 
High Schools who were teaching RE in contravention of diocesan policy and without 
sufficient training or personal formation in the Catholic faith. In this context, personal 
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formation is the process of personal and religious development, which focuses on spiritual 
practices and a deepening commitment to the Catholic religion (Graham, 2011).  
 
Table 5.3 
Distribution of RE Qualifications in the Sample 
Qualification Number of 
Teachers 
Percentage 
No qualification 87 28.2 
Certificate of Religious Education or Religious Studies 81 26.2 
Graduate Diploma in RE or Theology 43 13.9 
Bachelors Degree Minor in RE or Theology 21 6.8 
Bachelors Degree Major in RE or Theology 28 9.1 
Masters Degree in RE or Theology 48 15.5 
 309 100 
 
5.2.3 Instrument design. 
The survey form developed for data collection was an online version designed and 
administered using Survey Monkey (www.surveymonkey.com). The form was in five parts: 
demographic information, self-efficacy for teaching RE, collective efficacy of the RE team, 
implicit theories about ability in RE and faith, and intrinsic spirituality. 
The first section of the survey form, described in detail below, contained an 
explanation of participants’ informed consent, and requested demographic information. 
Because the application of self-efficacy to the domain of RE teaching is new, the scales were 
developed by the researcher, informed by other studies (Bandura, 1997; Block, Hutzler, 
Barak, & Klavina, 2013; Pajares & Urdan, 2006). A set of items was developed for collective 
efficacy of the RE team, after considering collective efficacy theory and scales applied in 
other domains (Bandura, 2000; Barnett & McCormick, 2012; Goddard, 2002) and Bandura’s 
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guide for developing self-efficacy scales (Bandura, 2006). Implicit Theory of Student Faith 
and Ability was measured using items adapted from the Implicit Theories of Intelligence 
Scale (Hong et al., 1999). Intrinsic spirituality was measured using a modified version of the 
Intrinsic Spirituality Scale (Hodge, 2003). The process of scale development, scale piloting 
and scale validation is treated later in this chapter.  
The sections that follow describe the process by which each aspect of the survey was 
designed and the items developed. 
5.2.4 Instrument development. 
Based on the understanding that survey methods allow the researcher to design the 
type and scope of response collected a priori, it is well suited to this measurement of self-
efficacy for teaching RE and other constructs in the theoretical framework. Because the 
sample comprised Australian professional teachers, it was not necessary to make allowances 
for levels of literacy or for speakers of languages other than English. In order to respect 
respondents’ freedom to withdraw from the study at any stage, none of the items in the 
survey was mandatory; respondents were free to leave any or all items blank. 
5.2.4.1 Expert feedback. 
Ten expert teachers of RE and three RECs reviewed the draft survey instrument. They 
were given a draft with the four sections: self-efficacy for teaching RE, collective efficacy of 
the RE team, implicit theories about faith and ability in RE and intrinsic spirituality. 
Refinements of the items were discussed and, when there was broad consensus, modifications 
were made in line with the suggestions. Some complex draft items were simplified and some 
items were eliminated due to being irrelevant or potentially confounding. The group offered 
broad affirmation that the survey items reflected the duties and responsibilities of RE 
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teachers. 
5.2.4.2 Demographic items. 
The questions in the demographic section of the form were designed to gather 
information about respondents’ gender, years of RE experience, years of experience in the 
present RE team, accreditation to teach RE, whether they were Catholic or not, and their 
tertiary qualifications related to RE or Catholic theology. 
A separate survey form was developed for RECs. This collected the names of the 
schools, suburb in which each school was located, the dioceses in which the schools operated, 
geographic categories (metropolitan, regional, rural), years of experience of RECs, number of 
teachers in the RE teams, and the number of times per school term (approximately ten school 
weeks) that each team met. 
5.2.4.3 Development of self-efficacy for teaching RE items. 
The measurement of self-efficacy as it relates to schools, learning, and teachers has 
been the subject of study for some decades (Armor et al., 1976; Bandura, 1997; Caprara et 
al., 2006; Erdem & Demirel, 2007; Hoy & Woolfolk, 1993; Linnenbrink & Pintrich, 2003; 
Schunk, 1991; Tschannen-Moran et al., 1998), with clear distinctions being drawn between 
teacher efficacy or generalised teacher self-efficacy (Tschannen-Moran et al., 1998), and 
domain specific teacher self-efficacy (Bandura, 1997). For the purposes of this study, it was 
determined that RE teaching, and the sub-categories or factors that could emerge, would best 
be measured by a domain specific model based on a theoretical understanding of self-efficacy 
as a person’s belief in his or her capability to perform certain goal directed behaviours 
(Bandura, 1997). 
Bandura (2006) provided a guide for the development of self-efficacy scales. He 
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recommended that scales be developed for the particular domain of functioning, whilst being 
mindful of the possibility that there may be some transfer and generalisation of sub-domain 
skills. This requires the items in the scale to be as precise as possible. In essence, the items of 
a self-efficacy scale must accurately represent the relevant skills and behaviours, in this case 
teaching high school students religious education. Bandura (2006) reminded researchers to 
ensure that items are developed with a view to distinguishing between efficacy and 
expectancy. The scale should measure the extent to which respondents believe they “can do” 
a behaviour, rather than whether they “will do” the behaviour. In the context of teaching, the 
behaviours described by the items should not be misconstrued as outcomes of behaviours 
(e.g., improved student learning outcomes). Further, items should allow for variation in 
responses. 
A questionnaire was designed to measure RE teacher self-efficacy, following the 
theory and process provided by Bandura (2006). An analysis was conducted of the RE 
curriculum documents directing the work of RE teachers in each Catholic diocese in 
Australia. A mapping exercise identified RE requirements common to all dioceses in 
Australia. Probably because the Catholic Church is highly centralised, there was very good 
alignment among the dioceses. The documents employed by the CEO of the Diocese of 
Melbourne were used as a template for the majority of RE curricula around Australia. The 
document, entitled Coming to Know, Worship and Love – A Religious Education Framework 
for Catholic Schools in the Archdiocese of Melbourne (2005) was developed in close 
cooperation with the Catholic Archdiocese of Sydney. These two dioceses were responsible 
for the majority of the Catholic high schools in Australia. The curriculum framework 
eventually became the foundation for a series of textbooks and teaching programs, which are 
now employed in most Catholic dioceses around Australia. In a similar way to other 
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documents relating to Catholic education in Australia, The RE Framework for Catholic 
Schools in the Archdiocese of Melbourne emphasised that education in the Catholic faith is 
the reason for the existence of Catholic schools and that there are distinct aspects of that 
mission to be carried out in the RE classroom by RE teachers (Catholic Education Office 
Melbourne, 2005). Therefore, The RE Framework for Catholic Schools in the Archdiocese of 
Melbourne was chosen as the document to inform the development of the items in the scale 
because of its importance to the daily work of RE teachers and the familiarity that RE 
teachers likely have with its goals and content. Further, the document was informed by the 
pedagogical principles drawn from the Victorian Essential Learning Standards (Victorian 
Curriculum and Assessment Authority, 2007). The standards applied to the RE framework 
concern religious knowledge and understanding, reasoning and responding, and personal and 
communal engagement. The RE Framework for Catholic Schools in the Archdiocese of 
Melbourne lists four goals for students of RE in Catholic schools: 
• making sense of everyday life experiences in the broader contexts of mystery, 
complexity, confusion and awe; 
• gaining access to and understanding the Scriptures, the traditions of the Catholic 
community, its stories, its experiences and its teachings; 
• celebrating with others the mystery and life of the Risen Christ; 
• responding to the activity of God in their lives and in the whole of creation.  
(Catholic Education Office Melbourne, 2005, p. 5) 
The four goals informed the construction of self-efficacy for teaching RE items, but 
were not used in their original form as, according to Bandura (2006), items in self-efficacy 
scales are both task and domain specific. The goals in The RE Framework for Catholic 
Schools in the Archdiocese of Melbourne (Catholic Education Office Melbourne, 2005) 
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generally are broad in nature and aspirational in tone so they were divided into separate items 
and reframed using operational language. For example, “gaining access to and understanding 
the Scriptures” was reframed as “teach students how to access the Scriptures confidently”, 
“teach students to recall important Scripture passages” and “teach students that the Scriptures 
are the revelation of God”. 
Self-efficacy for teaching RE items addressed teachers’ self-efficacy for teaching each 
of the four areas identified. The Melbourne RE curriculum framework also reinforces the 
importance of RE being taught using quality and contemporary pedagogy. Rather than giving 
operational instructions for teacher practice, the document lists the principles on which 
quality RE pedagogy should be based: 
• learning for all; 
• catering for different learning styles and abilities; 
• individualised and personalised learning; 
• process and content are equally important; 
• integration of learning, teaching and assessment; 
• learning that transfers to life. 
(Catholic Education Office Melbourne, 2005, p. 3) 
Finally, the RE framework addresses assessment and feedback to be used to measure 
student learning.  
5.2.4.4 Aspects within the self-efficacy for teaching RE items. 
Three types of activities and duties related to the teaching of RE were identified from 
a review of the curriculum documents and the National Religious Education Accreditation 
Policy (National Catholic Education Commission, 2009) This policy is particularly relevant 
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to measurement of self-efficacy for teaching RE, as the policy states that teachers of RE 
should have “a developed sense of confidence in [the curriculum’s] delivery” (para. 3). The 
three aspects that were proposed were: (a) teaching the Catholic tradition; (b) Catholic 
catechesis; and (c) personal witness.  
It was proposed that self-efficacy for teaching the Catholic tradition related to a 
teacher’s belief in his or her capability to teach the history, beliefs, sacred texts and ethics of 
the Catholic religion. The item “I can teach my students the doctrines contained in the 
Catechism of the Catholic Church” was designed to measure this dimension. Self-efficacy for 
Catholic catechesis related to the mission of Catholic RE teachers to nurture and increase the 
Catholic faith of their students. This would be measured by responding to items such as “I 
can show my students how to recognise the activity of God in their lives”. Self-efficacy for 
personal witness was proposed as an aspect which was concerned with teachers’ beliefs in 
their capability to communicate their faith experience to their students in explicit and implicit 
ways. Items such as “I can help my students to grow in their faith, using my faith as an 
example” were constructed for this purpose. The analysis and construction of items resulted 
in thirty self-efficacy for teaching RE items (Table 5.4). The order of the items was 
established so that the content of each item was sufficiently different from contiguous items, 
to limit structural bias. 
Table 5.4 
Self-efficacy for teaching RE items 
In my Religious Education class, I can... 
help students to make sense of everyday life experience through the Catholic faith 
encourage students to appreciate mystery and awe in their everyday life experience 
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In my Religious Education class, I can... 
teach students that the Catholic Scriptures are the revelation of God 
help students make connections between biblical teachings and their own lives 
teach students to value the Catholic tradition 
bring students to a deeper personal relationship with Christ 
celebrate the life of the risen Christ with my students 
develop a love of liturgy in my students 
develop a love of the Eucharist in my students 
teach students to value the Sacraments as a source of God’s grace 
show students that I am a witness to the risen Christ 
share my personal relationship with Christ with my students 
help students to develop solidarity with people suffering injustice 
encourage students to act for charity 
encourage students to act for justice 
show students how to look beyond the human view of the world to a transcendent view 
teach students the doctrines contained in the Catechism of the Catholic Church 
teach students how to recognise the activity of God in their lives 
teach students how to access the Scriptures confidently 
teach students to recall important Scripture passages 
teach students to pray 
engage students in RE, regardless of their faith background 
teach students about the central doctrines of the Catholic faith 
teach students about the central dogmas of the Catholic faith 
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In my Religious Education class, I can... 
help students respect diverse views and opinions about matters of religion 
show students how to relate the Catholic message to their own lives 
teach students to appreciate the sacred power of the Sacraments 
help students to grow in their faith, using my faith as an example 
help students respect diverse views and opinions about matters of faith 
 
5.2.4.5 Collective efficacy for teaching RE items. 
In this study, collective efficacy, the shared belief of members of a team that the team 
can coordinate and cooperate to achieve a common goal (Bandura, 2000), is applied to the 
work of RE teachers. The collective efficacy items relate specifically to the work of the RE 
team in the school. These responsibilities and functions were compiled with reference to the 
duty statements of RECs in a number of Catholic dioceses in Australia. These documents 
were a useful source of items about collective efficacy of the RE team, because they provided 
a valid and fruitful starting point for items related to the work of the team itself. The CEO of 
the Diocese of Sydney provided a draft role description for the REC online which adequately 
reflected the work of the team, with a focus on “co-operative planning, the sharing of ideas 
and decision-making” in order to provide “effective and contemporary pedagogy in Religious 
Education, including the effective use of assessment and evaluation data” (Catholic 
Education Office Sydney, 2011). Further, the REC must direct the team to “be active 
participants and leaders in the planning and implementation of the liturgical and sacramental 
life of the school”. 
The collective efficacy for teaching RE section of the survey used in this study is an 
adaptation of the scale developed by Barnett and McCormick (2012) to measure the 
160
  
 
 
collective efficacy beliefs of educational senior leadership teams. It uses an 11-point response 
scale which asks participants to rate their level of confidence that the RE team can achieve 
domain-specific, team oriented goals. The same principles that determined the structure of the 
11-point scale for the self-efficacy items were applied to these collective efficacy items. 
5.2.4.6 Aspects within the collective efficacy for teaching RE items. 
A questionnaire was developed to measure RE teachers’ perceptions of the collective 
efficacy of their RE team using the theory and processes provided by Bandura (2000, 2006). 
Items were designed based on the activities, purpose and shared work of the RE team. The 
three aspects for the activities and duties of an RE team were drawn from both the active role 
description of RECs (described above) and the generic role description of a coordinator (or 
head teacher) of a subject faculty. The components encompassed both specifically religious 
aspects of the team’s mission and the operational functions required for teachers to be 
supported in their work. The first proposed aspect was the team’s work in administering and 
delivering the RE curriculum. A Vatican document instructing bishops around the world 
regarding the principles of religious education stated that “religious education in schools 
gives the pupils knowledge about Christianity’s identity and Christian life” (Congregation for 
Catholic Education, 2009, para. 17). This aspect related to the capability of the team to fulfil 
the curriculum requirements prescribed by the local diocese. The second proposed aspect 
related to the team’s ability to effect catechesis (or a passing on of the faith). The 
Congregation for Catholic Education (2009) directed bishops to ensure that religious 
education’s “cultural condition is a vision of the human person being open to the 
transcendent” (2009, para. 18). Respondents were asked to rate their confidence that their RE 
team had the capability to form students in the Catholic faith through various activities and 
faith-based learning experiences. The third aspect was concerned with how the teachers in an 
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RE team are trained and developed for their work. For the team to have a strong belief in 
their collective capability to achieve the aims of RE, their collective training and 
development likely may affect their mastery, vicarious mastery and interpersonal persuasion 
as it relates to the work of RE. 
The self-efficacy for teaching RE and collective efficacy for teaching RE items in the 
survey used an 11-point response scale. The survey asked respondents to rate their belief in 
their capability for each item on a scale from 0% to 100% with points at each 10% mark. This 
was informed by Bandura’s model for scale development for self-efficacy (Pajares & Urdan, 
2006). Bandura wrote that “an efficacy scale with the 0-100 response format is a stronger 
predictor of performance than one with a 5-interval scale” because respondents would likely 
discriminate more accurately in their answers with a wider range of choices to describe the 
strength of their belief. 
The analysis of role descriptions and other documents related to the work of the RE 
team resulted in twenty-seven items measuring collective efficacy (Table 5.5). The order of 
the items was established so that the content of each item was sufficiently different from the 
items preceding and following it to avoid structural bias (see actual instrument in Appendix 
4).  
 Table 5.5 
Collective efficacy for teaching RE items 
The RE Team in which I work can... 
develop quality teaching and learning programs for RE 
develop quality resources for the RE programs 
design learning experiences for RE that are relevant to students 
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The RE Team in which I work can... 
design learning experiences for RE that are rigorous 
design learning experiences for RE that nurture students’ faith 
provide opportunities for meaningful prayer 
provide opportunities for students to develop a love of liturgy 
collaborate on planning for RE 
articulate the Catholic vision of the school 
mutually support the team to nurture the spirituality of RE teachers 
act for social justice 
implement quality assessment in RE 
develop a strategic vision for RE in the school 
motivate RE teachers 
support teachers new to RE teaching 
use data to improve student learning in RE 
promote RE as a high-quality subject 
inspire students to participate in RE activities 
conduct high-quality retreat programs for students 
celebrate the Catholic tradition 
respond to charitable appeals 
cooperate on the continuous improvement of RE programs 
manage student records in RE 
report learning achievement in RE to parents 
create a culture of high expectations in RE 
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The RE Team in which I work can... 
encourage the team in their work as RE teachers 
cooperate on innovative approaches to teaching RE 
 
5.2.4.7 Implicit theories of faith and ability in RE items. 
Dweck et al. (1995) argued for a model of motivation that identified the schemas 
individuals have about the nature of intelligence as either fixed or malleable (able to be 
changed incrementally). Further, Dweck (2016) expanded the notion of implicit theories to 
include domains beyond intelligence, such as sporting ability, managerial skill, or 
communication and relationships. These implicit theories may be applied to oneself or to 
others. In the conceptual framework for this study, implicit theories about faith and ability in 
RE are posited to relate to teachers’ self-efficacy for teaching RE. Cook, Castillo, Gas, and 
Artino (2017) tested the reliability of the scale, as designed by Dweck et al. (1995) and 
calculated a Cronbach’s Alpha score greater than .75 (p < .0001). The six item scale (Dweck 
et al., 1995) was adapted to relate to two dimensions of teaching RE: beliefs about students’ 
faith and beliefs about students’ ability to learn in RE, using syntax similar to the original 
scale (Table 6). 
Table 5.6 
RE Teachers’ implicit theories of students’ faith and ability in RE items 
 
Students have a certain amount of ability in RE and you really can't do much to change it 
Ability in RE is something about students that you can't change very much 
Students can learn new things in RE, but you can't really change their basic ability in RE 
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Students have a certain amount of faith, and you really can’t do much to change it 
Faith is something about students that you can’t change very much 
Students can have faith experiences, but we can’t really change their basic faith 
 
5.2.4.8 Intrinsic spirituality scale. 
The conceptual framework for this study posits that the intrinsic spirituality of RE 
teachers will likely be associated with their self-efficacy for teaching RE. Hodge (2003) built 
upon the earlier work of Allport and Ross (1967) and Hill and Pargament (2003) by 
developing a conceptual framework for the analysis of intrinsic spirituality. This scale seeks 
to measure the “degree to which individuals find their ultimate purpose for life in their 
spirituality” (2003, p. 55). The scale developed by Hodge (2003) contained six items using an 
alternative stem completion method, with items such as “My spirituality answers ...” either 
“… all of my questions about life” or “… none of my questions about life”, with a 7-point 
scale (Table 7). The original, published instrument had a 10-point scale. However, to be 
consistent with the other scales and to improve usability and readability on the computer 
screen, the scale was reduced to 7-points. 
 
Table 5.7 
Intrinsic Spirituality Scale (Hodge 2003) 
In terms of 
questions I have 
about my life, 
my spirituality 
answers … 
no 
questions 
0 1 2 3 4 5 
absolutely all 
my questions 
6 
165
  
 
 
Growing 
spiritually is … 
more 
important 
than 
anything 
else in my 
life 
6 5 4 3 2 1 
of no 
importance 
to me 
0 
Spirituality is … the master 
motive of 
my life, 
directing 
every other 
aspect of 
my life 
6 5 4 3 2 1 
not part of 
my life 
0 
When I am faced 
with an 
important 
decision, my 
spirituality … 
plays 
absolutely 
no role 
0 1 2 3 4 5 
is always the 
overriding 
consideration 
6 
When I think of 
things that help 
me to grow and 
mature as a 
person, my 
spirituality … 
has no 
effect on 
my 
personal 
growth 
0 1 2 3 4 5 
is absolutely 
the most 
important 
factor in my 
personal 
growth 
6 
My spiritual 
beliefs affect … 
absolutely 
every 
aspect of 
my life 
6 
 
5 4 3 2 1 
no aspects of 
my life 
0 
 
5.2.5 Open response item 
An open ended question was provided to allow participants to make an optional 
statement in response to the question “Is there anything else you would like to add about your 
experience of being a Religious Education teacher?”. 
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5.3 Statistical Analysis 
5.3.1 Responses. 
5.3.1.1 Responses to the self-efficacy for teaching RE items. 
Three-hundred-and-nine participants completed some or all of the self-efficacy for 
teaching RE items. Twenty five participants chose not to respond to any of the self-efficacy 
for teaching RE items, although they had already completed the demographic items. 
Although there was a high number of null responses to these items, the same participants 
chose not to answer all of the items in each section of the questionnaire. The total number of 
completed questionnaires came close to the adequate sample size of 250 to 300, which 
allowed the statistical analysis of the data to proceed without concern for its validity. 
One reason for the number of null responses may have been that teachers were asked 
to complete the instrument by their direct supervisor (the REC) and may have entered the 
initial responses as an act of compliance. Some teachers may have felt vulnerable responding 
to items that dealt with personal and spiritual aspects of their work in Catholic schools, 
despite assurances of privacy and data security. 
Mean scores for the items related to self-efficacy for teaching RE ranged from 88.97 
% (SD = 13.18) for “I can encourage students to act for justice” to 62.66% (SD = 23.40) for 
“I can develop a love of the Eucharist in my students” (See Appendix 6 for response 
distribution Table). The items with the six highest mean scores were all related to secular 
(non-religious) or humanist aspects of teaching RE, such as teaching students about social 
justice, human dignity, ethics and respect for diversity. The five items that had the lowest 
mean scores dealt with teaching the mystical or numinous themes of Catholic RE, such as 
inspiring in students a love of liturgy, and teaching an appreciation of the sacred power of 
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rituals and developing a personal relationship with Jesus Christ. For these items, the standard 
deviations were relatively larger than for the items with the highest self-efficacy scores, 
suggesting that there was a greater spread of responses for the self-efficacy of RE teachers in 
these areas. The item for which teachers generally reported having strongest self-efficacy (SE 
15 “I can encourage students to act for justice”) also had the lowest standard deviation (SD = 
13.18) indicating that there was less variability in the way teachers reported self-efficacy for 
these items. The greatest spread of responses was for the item “I can teach students the 
doctrines contained in the Catechism of the Catholic Church” (M = 70.28, SD = 24.77), 
followed by “I can share my personal relationship with Christ with my students” (M = 79.33, 
SD = 23.79).  
The frequency distribution of responses to the self-efficacy for teaching RE items 
(Appendix 6) indicated that there were tasks and practices for which RE teachers reported 
lower self-efficacy for teaching RE. The distribution suggested that RE teachers, when asked 
to judge their capability to perform those tasks and practices which engage students in lessons 
about the transcendent and mystical doctrines of the Catholic religion, and to have their 
students celebrate “…with others the mystery and life of the Risen Christ” (Catholic 
Education Office Melbourne, 2005, p. 5), were less likely to report high levels of self-efficacy 
for teaching RE. 
5.3.1.2 Responses to the collective efficacy for teaching RE items. 
Of the 309 participants who began the questionnaire, 40 did not complete any of the 
items in the collective efficacy for teaching RE section. This is significantly higher than the 
null response rate for the self-efficacy for teaching RE items (n = 27) and may be the result of 
respondents leaving the survey before responding to all items. The same 40 respondents did 
not complete the sections on Implicit Theories and Intrinsic Spirituality. As mentioned 
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previously, as they were the same participants who failed to complete each section, the 
analysis continued without concern for its validity. 
The mean scores of the collective efficacy for teaching RE items ranged from 87.57% 
(SD = 15.48) for “My RE Team can teach students to act for justice”, to 71.97% (SD = 22.20) 
for “My RE Team can provide opportunities for students to develop a love of liturgy” (See 
Appendix 6 for response distribution Table). It is interesting, though not surprising, to note 
the strong alignment between the responses to these items and those related to self-efficacy 
for teaching RE. Respondents indicated that both as individuals and as a team they had lower 
confidence in their capabilities to teach the numinous or transcendental aspects of RE. The 
second strongest response was for “My RE Team can respond to charitable appeals” (M = 
87.16, SD = 17.01). The item with the greatest spread of responses was “My RE Team can 
provide high-quality retreat programs for students” (M = 79.40, SD = 22.13). The variation in 
responses to this item is understandable because from school to school, and from diocese to 
diocese, the expectation that RE Teams conduct religious retreats for students likely varies. In 
some schools, RE teachers are wholly responsible for organising and running religious retreat 
programs. In other contexts, schools engage external facilitators to provide this service. This 
may also apply to other functions, such as organising and delivering liturgical services. In 
some schools, there may have been a team, separate from the RE teachers, which undertook 
this work. In such contexts, RE teachers may have no responsibility for any duties apart from 
delivering the formal RE curriculum, and this may be reflected in their self-efficacy rating 
related to these duties and in their collective efficacy beliefs about their team in these areas. 
5.3.1.3 Responses to implicit theories about faith and ability in RE items. 
The response rate for these items was similar to the rate for the collective efficacy of 
the RE team items, with the same null response rate. Responses to each of the six items were 
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arranged along a seven-point a scale, ranging from Strongly Disagree (0) to Strongly Agree 
(6). The mean response for each item was negatively skewed, with the mean skewness for all 
six items being -1.06, suggesting that, generally, the RE teachers in the sample held more of a 
growth theory about students’ faith and ability in RE (See Appendix 6 for response 
distribution Table). The item with the highest mean score was “Ability in RE is something 
about students that you can't change very much” (M = 5.10, SD = 1.11). The item with the 
lowest mean score was “Students can have faith experiences, but we can’t really change their 
basic faith” (M = 4.41, SD = 1.30). This item also had the greatest spread of responses. 
5.3.1.4 Responses to the intrinsic spirituality scale. 
The null response rate was slightly higher for the last section of the survey (n = 51), 
perhaps due to a combination of attrition and the deeply personal subject matter of the 
intrinsic spirituality items. As mentioned earlier, these respondents were mostly the same 
respondents who chose not to answer the earlier self-efficacy and implicit theory items, 
meaning that the absence of data for this set of items did not compromise the remaining data. 
The items were arranged along a seven-point scale (0-6) with the higher values denoting 
stronger intrinsic spirituality. The responses to each item were negatively skewed, with the 
mean skewness value of -0.81 (See Appendix 6 for response distribution Table). The item 
with the lowest mean response and highest spread was “In terms of questions I have about my 
life my spirituality answers (either) absolutely all my questions” through to “no questions” 
(M = 3.83, SD = 1.31). The average of the means for all items was 0.47, which suggests some 
homogeneity of spirituality among Catholic RE teachers, which is to be expected, as the 
majority of teachers were Catholic and teachers of RE are exposed to a similar Catholic 
culture and training through their work in Catholic schools. 
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5.3.2 Principal component analysis. 
Principal Component Analysis (PCA) is a mathematical procedure that seeks to 
condense the information contained in multiple variables in terms of their common 
underlying components (Hair et al., 2010). PCA was applied to items related to self-efficacy 
for teaching RE, collective efficacy for teaching RE, implicit theories of faith and ability in 
RE and intrinsic spirituality. Component analysis was carried out using SPSS Version 25. 
Component extraction criteria were Eigenvalues greater than one, scree test and, most 
importantly, interpretation. Oblimin rotation was used to facilitate interpretation of the 
different factors when multiple factors were extracted. In this study, item loadings of .30 and 
above were accepted for interpretation. 
5.3.2.1 Principal component analysis of self-efficacy for teaching RE items. 
Although data such as these may often be subjected to confirmatory factor analysis to 
validate theoretical variables, the sample size in this study made such an approach 
impractical. The initial PCA yielded an intermediate solution of four components with 
eigenvalues 18.08, 2.23, 1.62, 1.04. The four components accounted for 56.93%, 7.43%, 
5.40% and 3.45% variance respectively. An examination of the scree plot (Figure 1) 
suggested a possible four factor solution. A pattern matrix (Table 8) was generated which 
produced the coefficients for the linear combination of the variables.  
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Figure 5. PCA scree plot for self-efficacy for teaching RE. 
Table 5.8 
Self-efficacy for teaching RE –Pattern Matrix Intermediate Solution 1 
   Component 
 1 2 3 4 
SE9 - develop a love of the Eucharist in my students; .96 -.05 -.02 .05 
SE6 - bring students to a deeper personal relationship with Christ; .89 .12 .11 .01 
SE8 - develop a love of liturgy in my students; .86 .04 -.04 .02 
SE10 - teach students to value the Sacraments as a source of God’s grace; .84 .06 -.07 .04 
SE7 - celebrate the life of the risen Christ with my students; .82 -.03 -.12 -.01 
SE28 - teach students to appreciate the sacred power of the Sacraments; .67 .03 -.17 -.11 
SE22 - teach students to pray; .62 .18 .09 -.21 
SE29 - help students to grow in their faith, using my faith as an example;  .57 .00 .05 -.53 
SE5 - teach students to value the Catholic tradition; .51 .13 -.40 .15 
SE19 - teach students how to respond to the activity of God in their lives; .41 .01 -.40 -.23 
SE15 - encourage students to act for justice; .07 .96 .01 .11 
SE14 - encourage students to act for charity; .09 .94 .01 .10 
SE13 - help students to develop solidarity with people suffering injustice; -.02 .93 -.04 .09 
SE26 - help students respect diverse views and opinions about matters of religion; -.10 .58 -.10 -.39 
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SE30 - help students respect diverse views and opinions about matters of faith; .07 .55 .01 -.37 
SE23 - engage students in RE, regardless of their faith background; .08 .37 -.24 -.33 
SE24 - teach students about the central doctrines of the Catholic faith; -.05 .07 -.96 .09 
SE25 - teach students about the central dogmas of the Catholic faith; .00 .04 -.96 .14 
SE17 - teach students the doctrines contained in the Catechism of the Catholic 
Church; 
-.02 .05 -.84 .00 
SE3 - teach students that the Catholic Scriptures are the revelation of God; .08 -.06 -.76 -.12 
SE1 - help students to make sense of everyday life experience through the Catholic 
faith; 
.30 -.08 -.63 -.02 
SE20 - teach students how to access the Scriptures confidently; -.06 .12 -.61 -.28 
SE4 - help students make connections between biblical teachings and their own 
lives; 
-.02 .16 -.54 -.31 
SE2 - encourage students to appreciate mystery and awe in their everyday life 
experience; 
.35 .02 -.51 .06 
SE16 - show students how to look beyond the human view of the world to a 
transcendent view; 
.14 .22 -.47 -.16 
SE18 - teach students how to recognise the activity of God in their lives; .33 .06 -.44 -.25 
SE21 - teach students to recall important Scripture passages; .15 .08 -.40 -.27 
SE12 - share my personal relationship with Christ with my students; .15 .05 -.23 -.59 
SE11 - show students that I am a witness to the risen Christ; .28 .02 -.24 -.51 
SE27 - show students how to relate the Catholic message to their own lives. .19 .25 -.33 -.34 
      
Note: Components were identified using values > |0.30| 
 
The four components in the initial solution were named self-efficacy for teaching 
immanence, self-efficacy for teaching praxis, self-efficacy for teaching Catholic doctrine, and 
self-efficacy for teaching Catholic identity. SE16 “I can show students how to look beyond 
the human view of the world to a transcendent view” and SE18 “I can teach students how to 
recognise the activity of God in their lives” were initially included in the third intermediate 
component self-efficacy for teaching Catholic doctrine. These items were significantly 
different from the others in this component and did not share the thematic commonality of the 
other items. It is possible that some respondents conceived these items to be the application 
of Catholic doctrine related to the mystical aspects of Catholicism, rather than measuring 
their own belief in their capability to teach students about mysticism and immanence. Item 18 
also cross-loaded on self-efficacy for teaching immanence. Items 16 and 18 were identified as 
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problematic items and were eliminated and the PCA was repeated. The scree plot (Figure 5.6) 
suggested a four-component solution with eigenvalues of 15.74, 2.21, 1.6, and 1.03, 
accounting for 56.22%, 7.92%, 5.72%, and 3.68% of variance respectively. Table 5.9 shows 
the component pattern matrix. 
Figure 6. PCA scree plot for self-efficacy for teaching RE with SE16 and SE18 removed. 
Table 5.9 
Self-efficacy for teaching RE – Pattern Matrix Intermediate Solution 2 
  Component 
 
1 2 3 4 
SE9 - develop a love of the Eucharist in my students; .96 -.05 -.02 .06 
SE6 - bring students to a deeper personal relationship with Christ; .89 .12 .12 .00 
SE8 - develop a love of liturgy in my students; .86 .05 -.04 .03 
SE10 - teach students to value the Sacraments as a source of God’s grace; .84 .07 -.07 .06 
SE7 - celebrate the life of the risen Christ with my students; .82 -.03 -.12 -.01 
SE28 - teach students to appreciate the sacred power of the Sacraments; .68 .03 -.18 -.10 
SE22 - teach students to pray; .62 .15 .07 -.23 
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SE29 - help students to grow in their faith, using my faith as an example; .60 -.03 .05 -.51 
SE5 - teach students to value the Catholic tradition; .52 .15 -.38 .16 
SE19 - teach students how to respond to the activity of God in their lives; .44 .02 -.38 -.18 
SE15 - encourage students to act for justice; .07 .95 .01 .07 
SE14 - encourage students to act for charity; .10 .94 .01 .07 
SE13 - help students to develop solidarity with people suffering injustice; -.02 .92 -.04 .06 
SE26 - help students respect diverse views and opinions about matters of religion; -.10 .51 -.12 -.47 
SE30 - help students respect diverse views and opinions about matters of faith; .07 .48 .00 -.44 
SE24 - teach students about the central doctrines of the Catholic faith; -.05 .07 -.96 .09 
SE25 - teach students about the central dogmas of the Catholic faith; .00 .05 -.95 .14 
SE17 - teach students the doctrines contained in the Catechism of the Catholic Church; -.01 .06 -.84 .01 
SE3 - teach students that the Catholic Scriptures are the revelation of God; .09 -.06 -.77 -.12 
SE20 - teach students how to access the Scriptures confidently; -.04 .11 -.62 -.27 
SE1 - help students to make sense of everyday life experience through the Catholic 
faith; 
.31 -.08 -.62 -.03 
SE4 - help students make connections between biblical teachings and their own lives; -.01 .14 -.55 -.31 
SE2 - encourage students to appreciate mystery and awe in their everyday life 
experience; 
.35 .02 -.49 .03 
SE21 - teach students to recall important Scripture passages; .16 .07 -.43 -.25 
SE12 - share my personal relationship with Christ with my students; .18 .02 -.24 -.57 
SE11 - show students that I am a witness to the risen Christ; .31 .00 -.26 -.48 
SE23 - engage students in RE, regardless of their faith background; .09 .33 -.24 -.36 
SE27 - show students how to relate the Catholic message to their own lives. .21 .23 -.33 -.34 
Note: Components were identified using values > |0.30| 
 
The same intermediate factor names were retained for this iteration. Examination of 
the items in the intermediate solution revealed that SE2 (“I can encourage students to 
appreciate mystery and awe in their everyday life experience”) was problematic because it 
was loaded on self-efficacy for doctrine and was cross-loaded on self-efficacy for teaching 
immanence. The respondents may have conflated mystical aspects of the religion with their 
belief in their capability to teach immanence. To derive a meaningful set of components it 
was necessary to ensure theoretical alignment of each item in each component. As such, SE2 
was removed and the PCA was repeated (see Figure 7 and Table 5.10). 
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Figure 7. PCA scree plot for self-efficacy for teaching RE with SE16, SE18 and SE2 
removed. 
 
Table 5.10 
Self-efficacy for teaching RE – Pattern matrix Intermediate Solution 3 
 Component 
 
1 2 3 4 
SE9 - develop a love of the Eucharist in my students; .97 -.03 -.02 .09 
SE6 - bring students to a deeper personal relationship with Christ; .90 .11 .14 -.02 
SE8 - develop a love of liturgy in my students; .87 .05 -.03 .03 
SE10 - teach students to value the Sacraments as a source of God’s grace; .85 .08 -.08 .08 
SE7 - celebrate the life of the risen Christ with my students; .83 -.03 -.10 -.01 
SE28 - teach students to appreciate the sacred power of the Sacraments; .69 .02 -.19 -.06 
SE22 - teach students to pray; .63 .13 .06 -.22 
SE29 - help students to grow in their faith, using my faith as an example; .61 -.07 .03 -.49 
SE5 - teach students to value the Catholic tradition; .53 .15 -.37 .15 
SE19 - teach students how to respond to the activity of God in their lives; .45 .00 -.38 -.18 
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SE15 - encourage students to act for justice; .08 .94 .00 .03 
SE14 - encourage students to act for charity; .10 .92 .00 .03 
SE13 - help students to develop solidarity with people suffering injustice; -.01 .90 -.06 .02 
SE24 - teach students about the central doctrines of the Catholic faith; -.04 .07 -.96 .10 
SE25 - teach students about the central dogmas of the Catholic faith; .01 .05 -.95 .16 
SE17 - teach students the doctrines contained in the Catechism of the Catholic 
Church; 
.00 .05 -.85 .03 
SE3 - teach students that the Catholic Scriptures are the revelation of God; .09 -.08 -.76 -.12 
SE20 - teach students how to access the Scriptures confidently; -.03 .09 -.68 -.19 
SE1 - help students to make sense of everyday life experience through the Catholic 
faith; 
.31 -.10 -.57 -.09 
SE4 - help students make connections between biblical teachings and their own 
lives; 
-.01 .11 -.56 -.32 
SE21 - teach students to recall important Scripture passages; .17 .06 -.49 -.16 
SE27 - show students how to relate the Catholic message to their own lives; .22 .19 -.35 -.35 
SE26 - help students respect diverse views and opinions about matters of religion; -.10 .43 -.12 -.57 
SE12 - share my personal relationship with Christ with my students; .19 -.03 -.27 -.56 
SE30 - help students respect diverse views and opinions about matters of faith; .07 .40 .01 -.55 
SE11 - show students that I am a witness to the risen Christ; .32 -.03 -.29 -.43 
SE23 - engage students in RE, regardless of their faith background. .09 .27 -.24 -.42 
Note: Components were identified using values > |0.30| 
 
The Kaiser-Meyer-Olkin Measure of Sampling Adequacy (KMO) score for this final 
iteration of the analysis was .94 and Bartlett’s Test of Sphericity score was 7032.29 (p < 
.001) and therefore factor analysis was appropriate for these data. PCA produced three 
interpretable factors with eigenvalues of 14.63, 2.18, and 1.6, accounting for 56.29%, 8.37%, 
and 6.13% of variance respectively (Figure 8). The components were named self-efficacy for 
doctrine, self-efficacy for praxis, and self-efficacy for sacramentality. Table 5.11 presents the 
final component solution. 
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Figure 8. PCA scree plot for self-efficacy for teaching RE with SE16, SE18, SE2 and SE5 
removed. 
Table 5.11 
Final Principal Component Solution for Self-Efficacy for RE with Cronbach’s Alpha 
Reliability Statistics 
 Component 
 Component 1 - Self-Efficacy for Sacramentality 
Cronbach’s Alpha= .95 
1 2 3 
In my RE class I can …    
SE9 - develop a love of the Eucharist in my students; .99   
SE6 - bring students to a deeper personal relationship with Christ; .92   
SE8 - develop a love of liturgy in my students; .88   
SE10 - teach students to value the Sacraments as a source of God’s grace; .85   
SE7 - celebrate the life of the risen Christ with my students; .85   
SE28 - teach students to appreciate the sacred power of the Sacraments; .71   
SE29 - help students to grow in their faith, using my faith as an example; .72   
178
  
 
 
SE22 - teach students to pray; .68   
SE19 - teach students how to respond to the activity of God in their lives; .48   
SE11 - show students that I am a witness to the risen Christ. .40   
Component 2 - Self-Efficacy for Praxis 
Cronbach’s Alpha= .90 
   
In my RE class I can …    
SE15 - encourage students to act for justice;  .94  
SE14 - encourage students to act for charity;  .92  
SE13 - help students to develop solidarity with people suffering injustice;  .91  
SE26 - help students respect diverse views and opinions about matters of religion;  .71  
SE30 - help students respect diverse views and opinions about matters of faith;  .67  
SE23 - engage students in RE, regardless of their faith background.  .47  
Component 3 – Self-Efficacy for Doctrine 
Cronbach’s Alpha= .93 
   
In my RE class I can …    
SE24 - teach students about the central doctrines of the Catholic faith;   -.96 
SE17 - teach students the doctrines contained in the Catechism of the Catholic Church;   -.86 
SE3 - teach students that the Catholic Scriptures are the revelation of God;   -.80 
SE20 - teach students how to access the Scriptures confidently;   -.72 
SE4 - help students make connections between biblical teachings and their own lives;   -.61 
SE1 - help students to make sense of everyday life experience through the Catholic 
faith; 
  -.60 
SE21 - teach students to recall important Scripture passages;   -.52 
SE27 - show students how to relate the Catholic message to their own lives;   -.40 
SE12 - share my personal relationship with Christ with my students.   -.37 
5.3.3 Discussion of the self-efficacy for teaching RE factors. 
The results of the PCA revealed that self-efficacy for teaching RE was made up of 
three factors. The Cronbach’s Alpha scores for each of the scales indicated that there was 
valid internal consistency in each scale and the final component solutions presented a 
coherent model of self-efficacy for teaching RE comprising self-efficacy for sacramentality, 
self-efficacy for praxis, and self-efficacy for doctrine. This model accounted for 70.79% of 
variance. Each factor will be described in more detail below. 
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5.3.3.1 Self-efficacy for sacramentality. 
According to the Catechism of the Catholic Church, through the sacraments “Christ 
communicates his Holy and sanctifying Spirit to the members of his Body” (Catholic Church, 
1997. Article 739). The word sacrament connotes a variety of meanings in Catholic 
discourse. As a proper noun, Sacrament refers to the most significant sacred rituals in the 
Catholic Church, including Eucharist and Baptism. In the the first centuries of Christianity, 
prior to the application of the word sacrament, the Greek term mysterion was used to convey 
the mysterious nature of the central rites of the emerging Christian religion. In contemporary 
Christian theology, sacramentality is understood as the religious hermeneutic through which 
Christians interpret their experience as connected to their belief in God (Cooke, 1983). 
Christians believe that this mindfulness about God’s presence in the midst of experience 
allows for the development of a personal relationship with God. The sharing of this belief is 
at the heart of evangelisation, which invites others to interpret their own experience through 
the same religious hermeneutic. The Catholic Church asserts that access to education which 
engages students in this supernatural interpretation of human life is a right owed to the 
children of all Catholic believers and that the “concept of the human person being open to the 
transcendent necessarily includes the element of religious education in schools” 
(Grocholewski, 2009. Section 3a. Para 10.). The role of the RE teacher in this process of 
communicating the transcendent aspects of the Catholic religion was made clear by the 
Church which has written that the “integration of culture and faith is mediated by the other 
integration of faith and life in the person of the teacher” (Garrone, 1977, para 43). 
The Catholic diocesan authorities in each state and territory of Australia direct 
schools, RE teams and RE teachers to share this work of sacramental education, by giving 
students access to and understanding of the mysterious and numinous elements of the 
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Catholic religion. In the Diocese of Parramatta in New South Wales, RE teachers are required 
to “share in the work of Jesus to reach out to others and spread the good news about life and 
its purpose” (Catholic Education Diocese of Parramatta, 2016). In New South Wales and the 
Australian Capital Territory, the Bishops instructed that, through the evangelising work of RE 
teachers, students in Catholic schools would “be brought to a knowledge and, as far as 
possible, love of the person, life and teachings of Christ and of the Trinitarian God of Love” 
(Bishops of NSW and the ACT, 2007). The pedagogical strategies necessary to bring about 
such a profound outcome require a significant personal investment on the part of RE teachers, 
who are expected to ‘give witness’ to their own religious faith and to share their experience 
of sacramentality with their students in such a way that it may influence the students’ own 
religious hermeneutic. Pope Francis requested of RE teachers that “above all, with your life 
be witnesses of what you communicate” (Pope Francis, 2013, para 8). The beliefs teachers 
have about their capability to achieve this outcome is their self-efficacy sacramentality (SES). 
5.3.3.2 Self-efficacy for praxis. 
Whilst the term praxis is originally Aristotelian, referring to any public activity marked by 
purpose and reflection (Belfiore, 1983), in religious terms praxis has come to mean the 
practical application of one’s faith (Groome, 2014). Groome developed this concept to mean 
“our personally initiated engagement in the world as agent-subjects” (1991, p. 66), whereby 
one’s actions are shaped by one’s Christian faith. RE teachers in Catholic schools are 
expected to create and lead activities that may be conceived of as the application of Catholic 
Christian doctrine, most obviously expressed through prayer and liturgy, charitable outreach, 
advocacy for the marginalised sectors of the community and personal development 
experiences founded on ‘Gospel values’ such as human dignity, justice, peace and love. The 
Catholic Church has encouraged schools to teach students that they are agents for justice and 
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goodness in their own communities. Catholic schools engage in the “courageous teaching of 
the demands of justice even in the face of local opposition, but tries to put these demands into 
practice in its own community in the daily life of the school” (Garrone, 1977, para 58). In the 
face of these demands, RE teams and RE teachers must devise learning programs which 
allow students to engage in and appreciate activities which are a practical expression of the 
Catholic religion. Each Catholic diocese in Australia provides direction to Catholic schools 
about how to engage students in Catholic praxis. For example, Queensland Catholic 
Education Commission expects schools to provide “the opportunity to break open scripture 
and make it relevant to students and staff. The [social justice] program needs to be 
experiential, sustainable and provide real experiences for staff, students and parents” 
(Queensland Catholic Education Commission, 2014). The Diocese of Melbourne, as a 
component of their vision for learning, states that all learners will “make a difference in the 
world … to grow in virtue and act for justice and the common good” (Catholic Education 
Melbourne, 2016). Teachers will bring to these requirements of their role, a belief about their 
self-efficacy; that is, their belief in their own capability to provide these praxis experiences to 
students. It is this concept of praxis that is identified in self-efficacy for praxis (SEP). 
5.3.3.3 Self-efficacy for doctrine. 
Catholic doctrine is the codified set of beliefs and religious knowledge developed 
over two millennia and compiled in the Catechism of the Catholic Church (Catholic Church, 
1997) and based on the Christian Bible. The document is produced by the Church as an 
authoritative reference for the purpose of catechesis which is defined in the Catechism of the 
Catholic Church as “an education in the faith of children, young people and adults which 
includes especially the teaching of Christian doctrine imparted, generally speaking, in an 
organic and systematic way, with a view to initiating the hearers into the fullness of Christian 
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life” (Catholic Church, 1997. II. 5). The Catholic Church acknowledged the critical role 
played by teachers in this pursuit, as expressed by the Sacred Congregation for Catholic 
Education, an agency of the Vatican, when it stated “the importance and need for catechetical 
instruction in Catholic schools cannot be sufficiently emphasised. Here young people are 
helped to grow towards maturity in faith” (Congregation for Catholic Education, 2009. para 
51). Teachers of RE, therefore, are required to teach the doctrines of the Church to their 
students, and support and assess the students’ growth in religious knowledge. For example, in 
Western Australia, the Catholic Bishops wrote that “Religious Education aims to share 
Catholic faith by promoting knowledge and understanding of the Gospel, as it is handed on 
by the Catholic Church” (Catholic Education Commission of Western Australia, 2009, p. 32). 
Likewise, the Bishops of New South Wales and the Australian Capital Territory wrote that 
“RE curriculum, methodologies, texts and other resources will be chosen to ensure that by the 
end of their schooling students know the core teachings of our faith, our Scriptures, history 
and tradition (‘Catholic religious literacy’) and how these are to be lived in the world” 
(Bishops of NSW and the ACT, 2007, p. 14). This component of the duties of RE teachers 
requires them to have mastered a corpus of knowledge about the doctrine of the Church and 
of the pedagogical practices necessary for teaching this to their students. This research 
contends that RE teachers have self-efficacy for doctrine (SED), and that these beliefs may be 
related to, yet distinct from, their self-efficacy beliefs about other components of teaching RE 
(SES and SEP). 
5.3.3.4 Principal Component Analysis of the Collective Efficacy for RE Items. 
Respondents responded to the 27 collective efficacy for teaching RE items on an 11-
point scale (0% Confidence to 100% Confidence). The data were submitted to the same 
process of PCA as the self-efficacy for teaching RE items. The scree plot suggested two 
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components suitable for analysis (Figure 9) with eigenvalues 18.78, and 1.22, accounting for 
69.59%, and 4.52% of variance respectively. 
 
Figure 9. PCA scree plot for collective efficacy for teaching RE. 
 
An analysis of how the items loaded on each component revealed that the 
intermediate components could be labelled Collective Efficacy for Curriculum and Collective 
Efficacy for Praxis. The items loaded on the collective efficacy for curriculum component 
were mostly concerned with the organisation and administration of the religious education 
programs in the school, their delivery, and assessment by the RE team. The component 
labelled collective efficacy for praxis contained items concerned with the RE team giving 
students the opportunity to put the Catholic faith into practice through prayer, liturgy, retreats 
and social justice activities. The pattern matrix that was produced did not show significant 
cross-loading between the components (Table 5.12). Only two items loaded on both 
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components: “My team can report learning achievement in RE to parents (CE24)”, and “My 
team can provide opportunities for meaningful prayer (CE6)”. Both these items loaded more 
on the first component, Collective Efficacy for Curriculum. Item CE24, concerned as it is 
with reporting curriculum outcomes, is a meaningful inclusion in the first component. Item 
CE6, however, is a much better fit for the second component, as it relates to putting belief 
into practice. Item CE6 was eliminated and the analysis was repeated. 
Table 5.12 
Collective efficacy for teaching RE – Pattern Matrix Intermediate Solution 
Items Component 
  1 2 
The RE team in which I work can …   
CE12 - implement quality assessment in RE; .99 -.13 
CE22 - cooperate on the continuous improvement of RE programs; .99 -.13 
CE4 - design learning experiences for RE that are rigorous; .96 -.08 
CE1 - develop quality teaching and learning programs for RE; .94 -.09 
CE2 - develop quality resources for the RE programs; .93 -.05 
CE27 - cooperate on innovative approaches to teaching RE; .93 -.02 
CE8 - collaborate on planning for RE; .93 -.07 
CE3 - design learning experiences for RE that are relevant to students; .90 .01 
CE14 - motivate RE teachers; .89 .01 
CE10 - mutually support the team to nurture the spirituality of RE teachers; .86 .06 
CE26 - encourage the team in their work as RE teachers; .86 .04 
CE15 - support teachers new to RE teaching; .85 -.04 
CE17 - promote RE as a high-quality subject; .82 .11 
CE25 - create a culture of high expectations in RE; .77 .13 
CE13 - develop a strategic vision for RE in the school; .70 .19 
CE5 - design learning experiences for RE that nurture students’ faith; .69 .23 
CE23 - manage student records in RE; .68 .18 
CE16 - use data to improve student learning in RE; .62 .25 
CE18 - inspire students to participate in RE activities; .60 .37 
CE9 - articulate the Catholic vision of the school; .57 .36 
CE6 - provide opportunities for meaningful prayer. .56 .34 
CE24 - report learning achievement in RE to parents; .44 .37 
CE11 - act for social justice; -.05 .82 
CE21 - respond to charitable appeals; .01 .80 
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CE19 - conduct high-quality retreat programs for students; .05 .71 
CE20 - celebrate the Catholic tradition; .26 .65 
CE7 - provide opportunities for students to develop a love of liturgy. .36 .55 
Note: Components were identified using values > |0.30| 
 
The second iteration of the Principal Component Analysis, omitting item CE6 resulted 
in two components with eigenvalues 18.12 and 1.21. These components accounted for 
69.69% and 4.66% of variance respectively. The data yielded a KMO score of 0.971 and a 
Bartlett’s Test of Sphericity score of 7930.03 (p < .0001), which indicated that the data were 
appropriate for factor analysis. Although there were cross-loadings for items 18, 9, 24 and 7, 
their loading on the component was logical. As such, none of the cross-loadings was 
considered problematic. The items loaded on the two components previously identified. 
These are presented as the final principal component solution for Collective Efficacy for RE 
in Table 5.13. 
Table 5.13 
Final Principal Component Solution for Collective Efficacy for RE with Cronbach’s Alpha 
Statistics for Reliability 
  Component  
Component 1 - Collective Efficacy for RE Curriculum 
Cronbach’s Alpha= .98 
1 2 
The RE team in which I work can …   
CE12 - implement quality assessment in RE; .99  
CE22 - cooperate on the continuous improvement of RE programs; .98  
CE4 - design learning experiences for RE that are rigorous; .95  
CE1 - develop quality teaching and learning programs for RE; .94  
CE27 - cooperate on innovative approaches to teaching RE; .93  
CE2 - develop quality resources for the RE programs; .92  
CE8 - collaborate on planning for RE; .92  
CE3 - design learning experiences for RE that are relevant to students; .92  
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CE14 - motivate RE teachers; .90  
CE10 - mutually support the team to nurture the spirituality of RE teachers; .87  
CE26 - encourage the team in their work as RE teachers; .86  
CE15 - support teachers new to RE teaching; .84  
CE17 - promote RE as a high-quality subject; .83  
CE25 - create a culture of high expectations in RE; .77  
CE5 - design learning experiences for RE that nurture students’ faith; .71  
CE13 - develop a strategic vision for RE in the school; .71  
CE23 - manage student records in RE; .66  
CE18 - inspire students to participate in RE activities; .62  
CE16 - use data to improve student learning in RE; .61  
CE9 - articulate the Catholic vision of the school; .58  
CE24 - report learning achievement in RE to parents; .42  
Component 2 – Collective Efficacy for Praxis 
Cronbach’s Alpha= .86 
  
The RE team in which I work can …   
CE11 - act for social justice;  .85 
CE21 - respond to charitable appeals;  .82 
CE19 - conduct high-quality retreat programs for students;  .67 
CE20 - celebrate the Catholic tradition;  .63 
CE7 - provide opportunities for students to develop a love of liturgy;  .52 
 
5.3.3.5 Principal component analysis of the implicit theory of faith and student 
ability in RE items. 
The implicit theory of faith and student ability in RE data was drawn from responses 
to a six-item survey with a seven-point scale (Strongly Agree to Strongly Disagree). The 
KMO score of .880 and Bartlett’s Test of Sphericity score of 3329.89 (p < .001) indicated 
suitability for PCA. Only one component emerged, accounting for 89.75% of variance. The 
scree plot confirmed this assumption of a single component (Figure 10), and the component 
matrix showed loadings ranging from .94 to .96 for the single component (Table 5.14). This 
result confirmed the existence of a single variable described by these data, concerned with 
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RE teachers’ implicit theories about their students’ ability to learn and grow in their 
classrooms. The theoretical framework and instrument design, however, had two distinct 
variables. The first three items in the instrument dealt with teachers’ implicit theories about 
the nature of their students’ ability in learning RE, that is, whether their ability was a fixed 
entity or capable of growth and development. The second set of three items focused on 
teachers’ beliefs about whether their students’ personal faith could grow and change. The 
PCA revealed that respondents did not distinguish between the two variables. 
 
Figure 10. PCA scree plot for teachers’ implicit theories about student ability in RE and 
student faith. 
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Table 5.14 
RE teachers’ implicit theories of students’ RE ability and faith – component matrix 
Cronbach’s alpha = .92 Component 
1. Students have a certain amount of ability in RE and you really can't 
do much to change it 
.95 
2. Ability in RE is something about students that you can't change 
very much 
.95 
3. Students can learn new things in RE, but you can't really change 
their basic ability in RE 
.94 
4. Students have a certain amount of faith, and you really can’t do 
much to change it 
.96 
5. Faith is something about students that you can’t change very much .96 
6. Students can have faith experiences, but we can’t really change 
their basic faith 
.94 
 
The emergence of a single factor for this variable is counter to the expectation 
proposed in the theoretical framework. It appeared that the teachers did not distinguish 
between their implicit theories for student ability in RE and their implicit theories about 
students’ faith. It was decided that since the context of the study essentially deals with the 
teaching of religious education and that RE ability arguably was more salient than faith to the 
self-efficacy for teaching RE, the study should proceed with implicit theories about student 
ability in RE as the variable in this section and not implicit theories about student faith. 
Consequently, the PCA was repeated with only the implicit theories about student ability in 
RE items. There was a single component solution with eigenvalue 2.55 and 84.86% of 
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variance explained (Table 5.15). These data yielded a KMO score of .71 and a Bartlett’s Test 
of Sphericity score of 560.51 (p < .001). It was decided that subsequent analysis would be 
best served with this single, theoretically coherent component.  
Table 5.15 
Final Principal Component Solution for Implicit theory of student ability in RE with 
Cronbach’s Alpha Statistic for Reliability 
Cronbach’s alpha = .91 Component 
1. Students have a certain amount of ability in RE and you really can't do 
much to change it 
.92 
2. Ability in RE is something about students that you can't change very 
much 
.95 
3. Students can learn new things in RE, but you can't really change their 
basic ability in RE 
.89 
 
5.3.3.6 Principal component analysis of the intrinsic spirituality items. 
A KMO score of .92 and Bartlett’s Test of Sphericity score of 2623.47 (p < .001) for 
the intrinsic spirituality items indicated suitability for PCA and only one factor emerged with 
an eigenvalue of 5.25, accounting for 87.57% of variance. The scree plot is shown in Figure 
11 and Table 5.16 shows the PCA loadings of each item. This result suggested a single 
intrinsic spirituality variable present in this data. 
190
  
 
 
 
Figure 11. PCA scree plot for intrinsic spirituality. 
Table 5.16 
Final Principal Component Solution for Intrinsic Spirituality. 
Cronbach’s alpha = .92 Component 
Loading 
1. In terms of questions I have about my life, my spirituality answers 
(either) no questions (or) absolutely all my questions 
.87 
2. Growing spirituality is (either) of no importance to me (or) more 
important than anything else in my life 
.95 
3. Spirituality is (either) not part of my life (or) the master motive of my 
life, directing every other aspect of my life  
.95 
4. When faced with an important decision in my life, my spirituality 
(either) plays absolutely no role (or) is always the overriding consideration 
.94 
5. When I think of things that help me to grow and mature as a person, 
my spirituality (either) has no effect on my personal growth (or) is absolutely the 
most important factor in my personal growth 
.96 
6. My spiritual beliefs affect (either) no aspects of my life (or) 
absolutely every aspect of my life 
.95 
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5.4 Multilevel Modelling 
5.4.1 Correlational analysis. 
Before undertaking regression analysis on the variables identified through PCA, 
correlations between the variables were inspected. Table 5.17 shows correlation analysis for 
the level 1 variables: SES; SEP; SED; ITR, and IS. Table 5.18 shows the correlation matrix 
for the level 2 variables CEP and CEC. Each of the “theoretical” variables were positively 
correlated with p < .005. The two measures of collective efficacy (curriculum and praxis) 
were very strongly correlated (r = .815, p <.001), raising the question of whether they were 
the same phenomenon. Considering that participants were answering collective efficacy items 
about the same team, it is reasonable to expect that a team with strong collective efficacy in 
one domain (curriculum) could have strong collective efficacy in a different but related 
domain (praxis), even though collective efficacy is domain specific (Bandura, 2000). It is 
conventional to consider Pearson zero-moment correlation coefficients > .60 as potentially 
problematic for regression analysis, and for Pearson coefficients > .70 to be excluded from 
regression models (Belsley et al., 1979; Tabachnick & Fidell, 2013). When there is 
insufficient variance between predictor variables, their contributions may be either redundant 
or confounding. These two level 2 variables were later subjected to variance decomposition 
analysis to make a judgement about their inclusion in the regression analysis.  
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Table 5.17 
Correlations of Level 1 Theoretical Variables 
 
 SES SEP SED ITR IS 
SES 1 .51*** -.66*** .40*** .48*** 
SEP .51*** 1 -.54*** .33*** .31*** 
SED -.66*** -.54*** 1 -.36*** -.49*** 
ITR .40*** .33*** -.36*** 1 .36*** 
IS .48*** .31*** -.49*** .36*** 1 
Note: *** p <.001 
 
Table 5.18 
Correlations of Level 2 Theoretical Variables 
 
 CE Praxis CE Curriculum 
CEP 1 .82*** 
CEC .82*** 1 
Note: *** p <.001 
 
What is of particular interest is that some correlations between level 1 variables are 
negative: specifically, SED is negatively correlated with all other variables, that is what may 
be logically predicted, the higher teachers’ SED, the lower the other measures of self-efficacy 
and vice versa. It may be reasonably expected that teachers who have strong self-efficacy 
beliefs for communicating the doctrines and teaching of the Catholic faith to their students 
would likely be those with more experience. However, the correlation between SED and 
years of experience teaching RE is negative (r = -.70, p < .001). That SED is negatively 
correlated with all other theoretical variables and with key observed variables makes it a 
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variable of interest for further exploration and enquiry. As has already been identified, 
international research into the psychology and motivation of RE teachers that may explain 
this set of correlations is non-existent. A thorough search of research databases yielded no 
results for psychology/motivation/self-efficacy of RE teachers. The finding of a negative 
correlation between SED and the other variables may have a range of speculative 
explanations. For example, that teaching doctrine may be perceived by teachers as the 
‘easiest’ of the RE teaching domains and that teachers who believe themselves relatively 
unsuccessful in achieving the more transcendent aims of the RE curriculum believe 
themselves more capable when dealing with Catholic doctrinal beliefs. This speculation may 
also apply to early career teachers or teachers who are teaching outside their subject area, 
who rate their SES and SEP quite low, but, armed with precise resources or their recent 
qualifications, are comparatively confident in teaching the doctrines. Mean SED factor score 
for RE teachers who were not Catholic was .64, whilst the mean for Catholic teachers was -
0.75 indicating that non-Catholic RE teachers (n = 26) were more likely to have stronger 
positive self-efficacy beliefs about teaching doctrine than Catholic teachers. Kardong-Edgren 
(2013) and others identified the existence of false self-efficacy beliefs, that is, an inflated or 
misplaced assessment of one’s own capability to perform a task. This false self-efficacy may 
be a result of misjudgement about one’s mastery at a task, or in response to inaccurate verbal 
feedback about one’s performance. It could be speculated that inexperienced or less qualified 
teachers may be attending to distorted cues about their mastery in teaching Catholic doctrine 
and building a false self-efficacy belief as a result. Whilst these arguments may help to 
explain the phenomenon from the point of view of inexperienced or non-Catholic teachers, it 
does not account for the obverse, that is, experienced, Catholic RE teachers were more likely 
to have weak self-efficacy beliefs about their capability to teach doctrine and weaker self-
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efficacy beliefs than they had for the other domains of teaching RE. The strongest negative 
correlation was between SED and SES (r = -.66, p <.001). It may be speculated that, once RE 
teachers gain experience in the role, they may be aware of the magnitude of doctrine to be 
learned and mastered by their students or may have insight into the limitations of their own 
knowledge or capability to transmit this through their teaching. Further, teachers who had 
strong SES but weak SED may have fewer positive mastery experiences with their students 
learning the doctrines of the Church, or their mastery of teaching sacramentality may have 
carried with it stronger valence, or a more intense psychological arousal than when teaching 
doctrine, thus enhancing their self-efficacy for SES compared to SED. 
Gender and mean factor scores were compared for SES, SED and SES. Pearson 
correlation coefficients for SES and SED with gender were not statistically significant. 
Female respondents generally had significantly higher means for SEP (M = .16 for females, 
M = -.26 for males). This is consistent with psychological and demographic research which 
has consistently reported females score more highly in measures of religiosity (Freese, 2004; 
Schnabel, 2017), religious participation (Hackett, McClendon, & Fengyan Shi, 2016) and 
teaching subjects in the humanities (Basten, 1997; Drudy, 2008).  
5.4.2 Variance decomposition. 
The data collected using the survey instrument were multi-level in nature. Items about 
teacher demographics and the scale items were designed with individual teachers as the unit 
of analysis. Data collected to describe teams and schools within which the teachers worked 
were level 2 data. Variance decomposition identifies proportions of variance at the individual 
level which may be accounted for by team differences. The intraclass correlation statistic 
(ICC) identifies the proportion of variance accounted for by variables at level 2 (Klein & 
Kozlowski, 2000).  
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Table 5.19 displays the intraclass correlation for each variable. The variance 
decomposition analysis estimated statistically significant differences between teams (i.e., 
between schools) in gender, CEP and SES. The statistically significant intraclass correlation 
value for gender is likely impacted by the employment practices in single-sex schools, which 
may hire predominantly male or female RE teachers. The statistically significant variance at 
the team level for CEP suggests that there may be differences in these variables at the team 
level. As has been discussed earlier, collective efficacy is measured at level 1, but analysed at 
level 2. There are insufficient data to explain the cause of intrateam variance related to CEP 
and SES. CEC did not have statistically significant variance at the team level, even though it 
is a level 2 construct in the theoretical framework. It was also highly correlated with CEP. 
Consequently, CEC was omitted from the regression analysis. The variables included in the 
regression analysis were SES, SEP, SED, CEP, ITR and IS. 
Table 5.19 
Intraclass Correlation Analysis of Variables 
Variable Intraclass Correlation p-value 
Gender .08* 0.03 
Catholic .02 0.48 
Qualifications .04 0.33 
Accreditation .03 0.58 
RE Experience .04 0.54 
Experience at this school .16 0.28 
Intrinsic Spirituality .01 0.89 
Implicit Theory RE .05 0.29 
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Variable Intraclass Correlation p-value 
CE for Curriculum .10 0.06 
CE for Praxis .09* 0.03 
SE for Doctrine .08 0.17 
SE for Praxis .03 0.50 
SE for Sacramentality .07* 0.05 
* p  .05 
5.4.3 Regression modelling and analysis. 
Regression analysis, using MPlus Statistical Software (Version 8 with Multilevel 
Add-on), was used to test the hypotheses stated in Section 3.2 related to individual level 
(Level 1) variables and multi-level regression analysis was used to test hypotheses at the RE 
team level (Level 2). It should be acknowledged that relationships identified in this section 
may not be interpreted as causal relationships. The regression analyses were used to examine 
the relationship between the variables, within and between levels. 
5.4.3.1 Introduction of variables into the regression model. 
A theoretical justification for the order in which variables were entered into the model 
was developed. Personal, demographic variables were entered first, and these were ordered 
according to their temporal and proximal relationships to the respondent. Therefore, gender 
was the first variable introduced to the regression model as this factor is (usually) established 
at birth. This was followed by whether the respondent was Catholic. Infant baptism is the 
most common form of initiation into the Catholic religion (Catholic Church, 1997, para. 
1231) and likely a characteristic with which most respondents have identified for most of 
their lives. As has already been established, being a baptised Catholic is a stated pre-requisite 
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for teaching RE in Catholic schools in every diocese of Australia. Therefore, most 
respondents would have been baptised Catholic prior to teaching Catholic RE, even if they 
were not baptised as infants. Tertiary qualifications were introduced next. Having an 
approved qualification is a requirement for teaching RE in Catholic schools. Qualifications, 
being categorical, were entered as dummy variables. Hair et al. (2010) defined a dummy 
variable as a “nonmetrically measured variable transformed into a metric variable by 
assigning a 1 or a 0 to a subject, depending on whether it possesses a particular 
characteristic” (p. 2). Their inclusion in this model is to identify the statistical significance of 
qualifications generally, rather than the magnitude or direction of any relationship between 
individual levels of qualifications and the dependent variables. The five qualification dummy 
variables listed were analysed by the software with reference to respondents who had a 
Masters Degree in RE/Theology or higher (the reference variable). Post hoc testing was 
applied to analyse the influence of various levels of qualifications once the regression model 
had been completed. 
The demographic data were followed by two measures of experience: the first was 
years teaching Catholic RE and the second was years teaching Catholic RE in the current 
school and RE team. Each demographic variable was retained in the model throughout the 
analysis, even when not statistically significant, to control for any residual effect the variable 
may have had. Hair et al. (2010) cautioned against removing independent variables that are 
inherent features of the respondents because “neglecting them ignores potential sources of 
difference that, left unaccounted for, may obscure some results of interest to the study” (p. 
680).  
The two level 1 theoretical variables were next added to the model, beginning with 
intrinsic spirituality. The instrument that was used (Hodge, 2003) sought to measure “the 
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level of internalized, spiritual commitment of those individuals who express their spirituality 
within a religious framework” (Hodge, 2003, p. 45). Considering this variable likely was 
deeply rooted in the beliefs of the respondents it was judged to be more proximal than ITR 
and it was introduced to the regression model before ITR.  
Level 2 variables were arranged using the same principles of temporal and proximal 
relationship to the respondents, beginning with control variables. School location, and the 
school’s coeducational arrangement were first introduced as these are fixed and enduring 
features of each team’s environment. This was followed with team features in the following 
order; size, meeting frequency, and the experience of the REC. The control factors related to 
relative school performance and quality were next added to the model. These were ICSEA 
(educational advantage), NAPLAN (standardised testing result aggregates) and student 
attendance rate. 
The final variable to be added to the model was the Level 2 theoretical predictor 
variable, CEP.  
5.4.3.2 Development of regression models. 
Level 2 variables and “theoretical” variables were removed from the model if they 
were statistically non-significant. When this occurred, the model was returned to its most 
recent statistically significant iteration and the next variable was introduced. Regression 
analysis was conducted with each of the self-efficacy variables as the dependent variable: 
SES, SED and SEP. By monitoring the loglikelihood function, it was possible to assess 
whether each iteration improved the model fit. Whilst the loglikelihood function is sensitive 
to sample size, as a progressive measure over multiple iterations, it is useful as a means by 
which to judge whether a model is improving or deteriorating with each iteration, by 
observing if the loglikelihood function is approaching zero (improving) or moving away from 
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zero (deteriorating) (Rohde, 2014). In multilevel analysis, where the R-squared statistic of 
regression fit is not applicable, loglikelihood is an acceptable statistic by which to observe 
improving fit (Rohde, 2014). Judgements of goodness of fit rely on both the loglikelihood 
statistic and the theoretical coherence of the results. 
5.4.4 Multi-level regression analysis with SES as dependent variable. 
Iterations of the SES regression model were produced by introducing one variable at a 
time (Table 5.21) to identify significant predictors. In models 2, 3 and 4, being Catholic was a 
statistically significant predictor of SES. However, this variable became statistically non-
significant when RE teaching experience was added to the model. There was a statistically 
significant negative effect of qualifications in models 3 and 4, which disappeared when the 
theoretical predictor variables were added in model 4 and 5. It is suggested that being 
Catholic and being qualified were important but only in so much as they are displaced by the 
beliefs and psychology of RE teachers, which was measured by the predictor variables in this 
study: IS and ITR. 
ITR was identified as a predictor of SES (B=.18, p<.001, SE=.05). In this regression 
model, teachers were more likely to have stronger beliefs in their capability to teach 
sacramentality if they also believed in their students’ ability in RE as something that can 
grow and change with their influence than those teachers who believed ability in RE was 
fixed. Although the variables are quite different, it is posited that teachers’ belief in their 
students’ ability to grow and learn will likely affect their persistence in behaviours that can 
bring about change and growth for their students, including in the domain of sacramentality. 
This will likely provide more opportunities for mastery experiences, thus enhancing self-
efficacy in this domain. 
IS predicted SES (B=.32, p<.001, SE=.06) and maintained its statistical significance 
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in each iteration of the model. Of the three dependent variables, SES appeared to be the 
variable which most relied on the intrinsic spirituality of the teacher. In comparison, the 
personal resources required to teach doctrine could be identified as content knowledge and 
pedagogical knowledge, without the necessity of having a strong personal faith or intrinsic 
spirituality. Perhaps to a lesser extent, teachers may have believed they could be successful 
teaching praxis if they had doctrinal knowledge, some understanding of the practices of 
Catholicism, and a well-developed social conscience. Similar to teaching doctrine, it may not 
be necessary for a teacher to have a strong intrinsic spirituality to engage students in the 
praxis aspects of RE. Teaching sacramentality, however, requires the teacher to engage 
students in learning about supernatural, transcendent religious truths and dogmas, without 
rational or scientific evidence, in a Catholic school environment where a growing number of 
students are not practising Catholics, or are not Catholic or Christian (Rymarz, 2017). The 
personal resources required to do this are necessarily significant and likely draw on the 
teachers’ intrinsic spirituality, as well as their knowledge and skills in the areas of doctrine 
and praxis. 
In the final model, CEP was the strongest predictor of SES. It would appear that 
teachers who worked in teams where there was a shared belief in the team’s capability to 
teach students how to put their faith into practice through social justice outreach, retreat 
experiences, and opportunities for personal growth in faith, were likely to have stronger 
belief in their own capabilities to teach students about the mystical and numinous aspects of 
Christianity, about the indwelling of a supernatural God made human in the person of Jesus 
(Catholic Church, 1997), and to share with their students their personal faith experience. 
Conversely, teachers who worked in teams where there was a weak shared belief in their 
collective capabilities for teaching praxis, were likely to have weaker self-efficacy beliefs 
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about their capabilities to teach the mystical and numinous components of Catholic RE 
(SES). Previous research into collective efficacy identified a robust link between collective 
efficacy of a team and the self-efficacy of team members working towards goals in a similar 
domain (Fernandez-Ballesteros et al., 2002; Goddard, Hoy, & Hoy, 2000; Lev & Koslowsky, 
2009; Schumacher, 2009). The relationship in this regression model was between variables 
that are related, but different, and operating at different levels of the analysis: SES and CEP. 
It is posited that when teachers have enactive mastery experiences or observe members of 
their team experiencing mastery in praxis, it not only enhances their self-efficacy beliefs 
about teaching praxis, but allows them to engage in the practical, lived expression of 
sacramentality (SES). If positive psychological arousal was to occur as a product of these 
collective experiences, this, too, would enhance and reinforce self-efficacy beliefs about 
teaching RE. The faith-in-action activities that are at the centre of the praxis components of 
the curriculum may well impact on teachers’ intrinsic spirituality, as well as their domain 
specific self-efficacy in a reciprocal triadic relationship. 
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Table 5.20 
Multilevel Regression Models with SES as the Dependent Variable 
  Model 1 Model 2 Model 3 Model 4 Model 5 Model 6 
Level 1 Loglikelihood 
function 
-5604.90 -5557.09 -4987.464 -4827.97 -3636.171 -2602.681 
Gender  -.18 (-.15) -.18 (.15) -.22 (.14) -.21 (.14) -.26 (.14) -.26 (.14) 
Catholic   .69* (.27) .56* (.26) .50* (.25) .46 (.25) .46 (.25) 
No RE qualifications    -.57* (.22) -.37 (.25) -.35 (.24) -.34 (.24) 
Certificate of RE    -.15 (.19) -.17 (.19) -.11 (.19) -.11 (.19) 
Bachelors degree minor    -.42* (.17) -.44* (.16) -.43* (.16) -.42* (.16) 
Bachelors degree major    -.26 (.25) -.27 (.26) -.19 (.25) -.19 (.25) 
Masters degree or higher    -.15 (.26) -.19 (.25) -.12 (.25) -.12 (.25) 
Accredited to teach RE     .40* (.20) .30 (.18) .30 (.18) 
RE teaching experience      .01* (.01) .01 (.01) 
RE experience in this 
school 
    
 
 
-.00 (.01) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
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Table 5.20 Continued 
Multilevel Regression Models with SES as the Dependent Variable 
  Model 7 Model 8 Model 9 Model 10 Model 11 
Level 1 Loglikelihood 
function 
-2102.73 -1735.71 -1676.47 -1682.98 -1573.12 
Gender  -.26 (.15) -.20 (.16) -.19 (.15) -.20 (.14) -.19 (.14) 
Catholic  .25 (.30) .27 (.28) .29 (.30) .29 (.3) .29 (.29) 
No RE qualifications  -.03 (.24) -.06 (.23) .02 (.27) .03 (.27) .02 (.27) 
Certificate of RE  .09 (.17) .06 (.18) .11 (.18) .12 (.18) .11 (.19) 
Bachelors degree minor  -.20 (.15) -.25 (.15) -.17 (.17) -.15 (.18) -.17 (.17) 
Bachelors degree major  -.03 (.21) -.05 (.22) .02 (.22) .03 (.22) .02 (.22) 
Masters degree or higher  -.01 (.18) -.04 (.16) .03 (.16) .05 (.15) .03 (.15) 
Accredited to teach RE  .28 (.18) .29 (.18) .27 (.19) .27 (.18) .27 (.18) 
RE teaching experience  .01* (.01) .01 (.01) .01 (.01) .01 (.01) .01 (.01) 
RE experience in this 
school 
 -.01 (.01) -.01 (.01) 
-.01 (.01) -.01 (.01) 
-.01 (.01) 
Intrinsic spirituality  .42*** (.06) .35*** (.06) .36*** (.06) .36*** (.06) .36*** (.06) 
Implicit theory of RE 
ability 
  .20*** (.05) 
.19*** (.06) .20*** (.06) 
.20*** (.06) 
Level 2       
Location    .03 (.14) - - 
Coeducational     .16 (.15) - 
Team size      .00 (.01) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
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Table 5.20 Continued 
Multilevel Regression Models with SES as the Dependent Variable 
  Model 12 Model 13 Model 14 Model 15 Model 16 Model 17 
Level 1 Loglikelihood 
function 
-1639.88 -1583.81 -1330.1 -1279.05 -1139.47 -1248.09 
Gender  -.17 (.14) -.19 (.15) -.25 (.14) -.26 (.14) -.25 (.14) -.24 (.13) 
Catholic  .29 (.29) .28 (.3) .02 (.25) .02 (.24) .02 (.24) .03 (.23) 
Dummy variables:        
No RE qualifications  .06 (.27) .01 (.27) .08 (.27) .08 (.27) .07 (.27) -.01 (.27) 
Certificate of RE  .13 (.18) .11 (.19) .08 (.18) .07 (.18) .07 (.18) .01 (.19) 
Diploma of RE  -.14 (.17) -.19 (.17) -.16 (.17) -.18 (.17) -.18 (.17) -.24 (.18) 
Bachelors degree minor  .01 (.21) -.04 (.22) -.06 (.23) -.08 (.23) -.07 (.23) -.09 (.23) 
Bachelors degree major  .04 (.15) .02 (.15) -.04 (.15) -.05 (.15) -.06 (.14) -.11 (.15) 
Accredited to teach RE  .28 (.19) .27 (.18) .28 (.19) .26 (.19) .27 (.19) .23 (.19) 
RE teaching experience  .01 (.01) .01 (.01) .01* (.01) .01* (.01) .01* (.01) .01 (.01) 
RE experience in this 
school 
 
-.01 (.01) -.01 (.01) -.01 (.01) -.02* (.01) 
-.01* (.01) 
-.01 (.01) 
Intrinsic spirituality  .36*** (.06) .36*** (.06) .37*** (.06) .37*** (.06) .37*** (.06) .35*** (.06) 
Implicit theory of RE 
ability 
 
.19*** (.06) .19*** (.05) .20*** (.06) .20*** (.05) 
.20*** (.05) 
.18*** (.06) 
Level 2        
Location  - - - - - - 
Coeducational  - - - - - - 
Team size  - - - - - - 
Meeting frequency  .07 (.05) - - - - - 
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REC experience   .02* (.01) .02 (.01) .02* (.01) .02 (.01) .01 (.01) 
ICSEA    .00 (0) - - - 
NAPLAN aggregate     .00* (.00) .00 (.00) .00 (.00) 
Attendance rate      .00 (.01) - 
CE for praxis       .36***(.11) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
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Table 5.21 
Final Multilevel Regression Model with SES as the Dependent Variable 
  Final Model 
Level 1 Loglikelihood 
function 
-1699.37 
Gender  -.19 (.14) 
Catholic  .30 (.28) 
No RE qualifications  -.08 (.26) 
Certificate of RE  .01 (.19) 
Bachelors degree minor  -.27 (.17) 
Bachelors degree major  -.05 (.21) 
Masters degree or higher  -.08 (.15) 
Accredited to teach RE  .23 (.18) 
RE teaching experience  .01 (.01) 
RE experience in this 
school 
 
-.01 (.01) 
Intrinsic spirituality  .32*** (.06) 
Implicit theory of RE 
ability 
 
.18*** (.05) 
Level 2   
Location  - 
Coeducational  - 
Team size  - 
Meeting frequency  - 
REC experience  - 
ICSEA  - 
NAPLAN aggregate  - 
Attendance rate  - 
CE for praxis  .43*** (.1) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
 
5.4.4.1 Discussion of results for SES and CEP. 
SES emerged as a new construct related to the beliefs held by RE teachers about their 
capabilities to teach the mystical, sacramental and numinous aspects of the Catholic religion. 
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Collective efficacy for teaching RE was refined, as a result of factor analysis, so that it became 
collective efficacy for praxis (CEP). CEP is the shared belief of the RE members about the 
team’s capabilities to teach students about the practical, applied aspects of the RE course; for 
example, charity, social justice, retreats, prayer, and worship. Teams which successfully worked 
together to provide experiences of active faith-based learning for students likely influenced 
individual team members’ beliefs about their own capabilities in RE. Further, social learning 
may have occurred in the team setting of CEP that enhanced the beliefs of teachers about their 
capabilities to teach the numinous and mysterious foundations of Catholicism to their students. 
In teams with a shared mental-model of their lack of efficacy in teaching praxis, individual 
teachers may have struggled to develop a strong belief in their own abilities to teach the 
sacramental dimension of the religion, reflected in weaker self-efficacy beliefs about teaching 
sacramentality. The hypothesis that collective efficacy for teaching RE (CEP) will positively 
predict self-efficacy for teaching RE (SES) is supported.  
5.4.4.2 Discussion of results for SES and ITR. 
Research has shown that the extent to which teachers hold a growth theory about 
students’ intelligence, the more likely teachers will persist in efforts to help them learn and grow 
in any area (e.g., Jonsson et al., 2012). In this study, ITR is a statistically significant predictor of 
SES (B = .18, p = <.001, SE = .05). Teachers who reported that they believed student ability in 
RE was less a fixed entity than a malleable quality, generally had a stronger belief in their self-
efficacy for sacramentality. This hypothesis that implicit theories of RE teachers (ITR) will 
positively predict self-efficacy for teaching RE (SES) is supported. 
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5.4.4.3 Discussion of results for SES and ITF. 
The theoretical construct ‘implicit theories about student faith’ (ITF) was eliminated as a 
variable during the analysis, so the hypothesis that ITF will predict self-efficacy for teaching RE 
is not supported. 
5.4.4.4 Discussion of results for SES and IS. 
 The regression analysis indicates that IS is a strong, statistically significant predictor of 
SES. The hypothesis, that IS will positively predict self-efficacy for teaching RE (SES), is 
supported by this research. Considering the significant overlap between the skills and aptitudes 
of the sacramentality domain of teaching RE and the types of thoughts and behaviours that RE 
teachers who are motivated by their spiritualty might engage in, it is plausible that, generally, the 
stronger teachers’ motivating spirituality, the stronger their self-efficacy for teaching those 
aspects of the RE curriculum that deal with the non-physical, spiritual parts of the Catholic 
religion. Conversely, a person with weaker intrinsic spirituality, for whom their spirituality does 
not directly motivate their behaviour or decisions, may find teaching such esoteric and mystical 
parts of the RE course more challenging and therefore have less positive mastery experiences in 
this domain, thus affecting their self-efficacy beliefs. Their self-efficacy may well be affected by 
the cognitive dissonance between their weak personal spirituality and the act of teaching 
explicitly spiritual components of the RE curriculum. Their teaching will likely lead to less 
positive mastery experiences and they will be less likely to attend to the social learning 
opportunities in their team, and the verbal persuasion of their colleagues will have less impact on 
their beliefs about their capabilities. 
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5.4.5 Multilevel regression analysis with SED as the dependent variable. 
The control and theoretical variables were introduced into the regression model with SED 
as the dependent variable in the same order and using the same principles as in the analysis of 
SES. MPlus could not compute a model with Level 1 variables, ICSEA, and CE for Praxis due to 
a model nonidentification error. The analysis was continued excluding this model. The first 
observation of note is that almost every variable in every iteration of the regression whose 
predictive value was statistically significant was negative. In models one to six, with only the 
control variables introduced, not being Catholic could predict SED (e.g., -.71, p <.05, SE = 25 in 
model 2). There was also a statistically significant relationship between levels of qualifications 
(entered as dummy variables) and SED in models 3, 4, and 5. Dummy variables are used in 
multilevel regression modelling to compensate for the use of univariate statistics (categorical 
variables) in a multivariate model. The MPlus analysis software applies a process to account for 
the presence of dummy variables to produce a regression coefficient that indicates statistically 
significant variance attributable to the dummy variables in relation to a reference variable within 
the full set of variables measured. To investigate the likely relationship between qualifications 
and SED further, the levels of qualifications were compared using mean SED for each level 
(Figure 12). It is apparent from Figure 12 that, generally, the higher the level of qualification, the 
lower the mean SED. The results of this comparison were subjected to a post hoc Scheffe test to 
assess the significance of these observations in between-team comparisons. The Scheffe test 
identifies only the strongest effects in pairwise comparisons (Levine, Page, Braver, MacKinnon, 
& Levine, 2003). The test indicated that the variance between teams in qualification level on the 
variable SED was statistically significant for the ‘no qualifications’ category and the ‘Masters 
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Degree or above’ category.  
 
Figure 12. Comparison of mean SED for levels of RE qualification. 
In the final model, the strongest predictor of SED was having weak IS (-.35, p < .001, SE 
= .08). Also contributing to the regression were negative coefficients for ITR (-.14, p < .001, 
SE=.06) and a smaller negative proportion attributed to RE teaching experience (-.02, p <.05, 
SE=.01).  
The interesting SED data were discussed in the correlation section (5.2.3.3). The theory 
that teachers who believed they were less capable in teaching sacramentality and praxis (due to 
inexperience, not being Catholic, or a weak measure of intrinsic spirituality) may have rated their 
efficacy in teaching doctrine relatively higher, thus creating these negative coefficients in the 
regression analysis. However, this theory does not account for the majority of teachers who are 
Catholic and qualified. The teachers in the sample were, on average, very experienced, with 
mean experience of 12.18 years (SD=11.51). The data indicates a negative relationship between 
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years of experience and SED, meaning that the longer teachers have been teaching the more 
likely that will rate their self-efficacy for doctrine as weaker. A corollary to the theory explaining 
the higher self-efficacy of inexperienced, non-Catholic, non-spiritual teachers may be that 
teachers with more experience and a stronger intrinsic spirituality may hold a belief that, because 
of their experience and spirituality they acknowledge that there is much they do not know about 
the doctrines and theology of the Catholic religion. It may be the case that these teachers were 
aware of how vast the field of knowledge is and of the relative paucity of their own knowledge. 
Likewise, the teachers’ ITR had a negative predictive value (B = -.14, p < .05, SE=.070), 
meaning that the extent to which teachers believed students could improve in their ability, 
generally the weaker their SED. In this instance, and in a similar vein to the posited explanations 
for IS and experience, it may be suggested that teachers who believed there is little they can do 
to improve students’ learning in RE feel more confident dealing with the relatively prescriptive 
and structured area of doctrine, with its rules, lists, and timelines, in comparison to improving 
student learning in the less prescriptive areas of praxis and sacramentality. A further explanation 
may lie in the responses of experienced RE teachers to the challenges facing the Catholic Church 
in Australia following the revelations of the Royal Commission into Institutional Responses to 
Child Sexual Abuse (McPhillips, 2018). Teaching young people about the authoritative doctrines 
of the Church during a crisis of authority for the Church may have generated cognitive 
dissonance in experienced and spiritual teachers that affected their capability beliefs in this area. 
The regression of this dependent variable operated in the opposite direction to the hypothesis, 
suggesting the relationship between SED and the other areas of the self-efficacy of RE teachers 
requires further investigation. 
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Table 5.22 
Multilevel Regression Models with SED as the Dependent Variable 
  Model 1 Model 2 Model 3 Model 4 Model 5 Model 6 
Level 1 Loglikelihood 
function 
-5605.70 -5557.62 -4986.20 -4858.37 -3632.79 -2599.28 
Gender  -.07 (12) -.06 (.11) -.01 (.11) -.01 (.11) .08 (.11)  .09 (.11) 
Catholic   -.71* (.25) -.55* (.25) -.53* (.24) -.47* (.23) -.47* (.23) 
No RE qualifications    .67**(.20) .58* (.23) .54* (.21) .53* (.22) 
Certificate of RE    .22 (.19) .23 (.19) .14 (.18) .13 (.19) 
Bachelors degree minor    .47* (.24) .48* (.24) .45* (.23) .44 (.23) 
Bachelors degree major    .45 (.35) .45 (.25) .33 (.33) .33 (.32) 
Masters degree or higher    .14 (.22) .16 (.22) .05 (.23) .04 (.23) 
Accredited to teach RE     -.18 (.26) -.02 (.24) -.02 (.24) 
RE teaching experience      -.02***(.01) -.02**(.01) 
RE experience in this 
school 
    
 
 .00 (.01) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
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Table 5.22 Continued 
Multilevel Regression Models with SED as the Dependent Variable 
  Model 7 Model 8 Model 9 Model 10 Model 11 
Level 1 Loglikelihood 
function 
-2095.47 -1730.55 -1672.24 -1679.81 -1568.67 
Gender  .10 (.10) .05 (.10) .04 (.10) .04 (.11) .06 (.10) 
Catholic  -.21 (.23) -.22 (.20) -.24 (.20) -.23 (.20) -.22 (.19) 
No RE qualifications  .29 (.20) .31 (.21) .33 (.20) .32 (.20) .33 (.20) 
Certificate of RE  .03 (.18) .04 (.19) .01 (.19) .01 (.19) .00 (.19) 
Bachelors degree minor  .28 (.23) .31 (.24) .27 (.24) .27 (.24) .26 (.23) 
Bachelors degree major  .18 (.31) .20 (.32) .14 (.29) .16 (.28) .15 (.29) 
Masters degree or higher  .00 (.19) .02 (.19) -.03 (.19) .01 (.18) .01 (.18) 
Accredited to teach RE  .05 (.22) .04 (.21) .06 (.22) .07 (.22) .09 (.29) 
RE teaching experience  -.02***(.01) -.02***(.01) -.02***(.01) -.02***(.01) -.02***(.01) 
RE experience in this 
school 
 
.01 (.01) 
.01 (.01) 
.01 (.01) .01 (.01) .01 (.01) 
Intrinsic spirituality  -.40***(.08) -.34***(.08) -.35***(.08) -.35***(.08) -.36***(.08) 
Implicit theory of RE 
ability 
  -.15* (.07) 
-.13* (.07) .14* (.07) -.15* (.07) 
Level 2       
Location    -.12 (.09) - - 
Coeducational     .01 (.15) - 
Team size      .01 (.01) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
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Table 5.22 Continued 
Multilevel Regression Models with SED as the Dependent Variable 
  Model 12 Model 13 Model 14 Model 15 Model 16 Model 17 
Level 1 Loglikelihood 
function 
-1636.00 -1581.09 -1472.91 -1190.24 -1330.27 -1330.27 
Gender  .01 (.11) .04 (.10) .08 (.10) .07 (.10) .08 (.10) .08 (.10) 
Catholic  -.22 (.19) -.22 (.20) -.14 (.21) -.15 (.21) -.14 (.21) -.14 (.21) 
No RE qualifications  .28 (.22) .32 (.20) .27 (.20) .27 (.20) .27 (.20) .27 (.20) 
Certificate of RE  -.01 (.20) .01 (.19) .04 (.18) .03 (.18) .04 (.18) .04 (.18) 
Bachelors degree minor  .25 (.25) .28 (.24) .29 (.23) .29 (.23) .28 (.23) .28 (.23) 
Bachelors degree major  .17 (.28) .18 (.29) .20 (.28) .20 (.28) .20 (.28) .20 (.28) 
Masters degree or higher  -.01 (.19) .01 (.19) .00 (.18) .01 (.18) -.01 (.18) -.01 (.18) 
Accredited to teach RE  .04 (.22) .07 (.22) .03 (.22) .04 (.22) .03 (.22) .03 (.22) 
RE teaching experience  
-.02***(.01) 
-.02*** 
(.01) 
-.02*** 
(.01) 
-.02*** 
(.01) 
-.02*** 
(.01) 
-.02*** 
(.01) 
RE experience in this 
school 
 
.01 (.01) .01 (.01) .01 (.01) .01 (.01) .01 (.01) .01 (.01) 
Intrinsic spirituality  
-.36***(.08) 
-.35*** 
(.08) 
-.35*** 
(.08) 
-.35*** 
(.08) 
-.35*** 
(.08) 
-.35*** 
(.08) 
Implicit theory of RE 
ability 
 
-.13* (.07) -.14* (.07 -.14* (.07) -.15* (.06) -.14* (.06) -.14* (.06) 
Level 2        
Location  - - - - - - 
Coeducational  - - - - - - 
Team size  - - - - - - 
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  Model 12 Model 13 Model 14 Model 15 Model 16 Model 17 
Meeting frequency  -.07 (.05) - - - - - 
REC experience   -.01 (.01) - - - - 
ICSEA    .00* (.00) .00 (.00) .00* (.00) .00* (0.0) 
NAPLAN aggregate     .00 (.00) .00 (.01) - 
Attendance rate       .00 (.01) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 p<.001 
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Table 5.22 Continued 
Multilevel Regression Models with SED as the Dependent Variable 
  Model 18 
Level 1 Loglikelihood 
function 
-1700.66 
Gender  .05 (.10) 
Catholic  -.24 (.20) 
No RE qualifications  .31 (.19) 
Certificate of RE  .04 (.18) 
Bachelors degree minor  .31 (.23) 
Bachelors degree major  .18 (.28) 
Masters degree or higher  .03 (.17) 
Accredited to teach RE  .07 (.22) 
RE teaching experience  -.02*** (.01) 
RE experience in this 
school  .01 (.01) 
Intrinsic spirituality  -.34*** (.08) 
Implicit theory of RE 
ability  -.14* (.06) 
Level 2   
Location  - 
Coeducational  - 
Team size  - 
Meeting frequency  - 
REC experience  - 
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  Model 18 
ICSEA  - 
NAPLAN aggregate  - 
Attendance rate  - 
CE for praxis  -.13 (.18) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<001 
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Table 5.23 
Final Multilevel Regression Model with SED as the Dependent Variable 
  Final Model 
Level 1 Loglikelihood 
function 
-1472.91 
Gender  .08 (.10) 
Catholic  -.14 (.21) 
No RE qualifications  .27 (.20) 
Certificate of RE  .04 (.18) 
Bachelors degree minor  .29 (.23) 
Bachelors degree major  .20 (.28) 
Masters degree or higher  .00 (.18) 
Accredited to teach RE  .03 (.22) 
RE teaching experience  -.02** (.01) 
RE experience in this 
school 
 
.01 (.01) 
Intrinsic spirituality  -.35** (.08) 
Implicit theory of RE 
ability 
 
-.14* (.07) 
Level 2   
Location  - 
Coeducational  - 
Team size  - 
Meeting frequency  - 
REC experience  - 
ICSEA  .00* (.00) 
NAPLAN aggregate  - 
Attendance rate  - 
CE for praxis  - 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
 
5.4.5.1 Discussion of results for SED and CEP. 
The contribution of CEP to the regression variate for SED was negative although the 
coefficient was small (B = -.13, p = <.001, SE = .18). The hypothesis that collective efficacy 
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(CEP) will positively predict self-efficacy for teaching RE (SED) is not supported. It appears the 
stronger teachers’ self-efficacy for helping their students learn the beliefs, scriptures, and 
doctrines of the Church, the less likely they were to find themselves in an RE team with a 
positive shared mental-model of its own capabilities to teach praxis and vice-versa. RE teachers 
in teams that reported strong CEP were less likely to have strong, positive SED than those RE 
teachers in teams with less strong CEP. Compared to teaching sacramentality and praxis, 
teaching doctrine may be judged to be less engaging, as was noted in the open-ended responses. 
RE teachers in teams with stronger CEP may have experienced the psychological benefits of this 
shared experience in teaching sacramentality, but may be challenged by the more prescriptive 
(and “tedious” according to one participant) nature of teaching doctrine.  
5.4.5.2 Discussion of the results for SED and ITR. 
ITR was found to have a small, but negative predictive value in the regression model with 
SED as the dependent variable (B = -.14, p = <.001, SE = .07). Similarly to CEP, the extent to 
which RE teachers believed students grow and learn in RE was inversely related to the teachers’ 
belief in their capability to teach Catholic doctrine. The hypothesis that ITR will positively 
predict self-efficacy for teaching RE (SED) is not supported. 
5.4.5.3 Discussion of results for SED and ITF. 
The theoretical construct ITF was eliminated as a variable during the analysis, so the 
hypothesis that it would predict self-efficacy for teaching RE is not supported. 
5.4.5.4 Discussion of results for SED and IS. 
Teachers’ intrinsic spirituality had a strong, statistically significant, negative contribution 
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to the regression variate for SED (B = -.35, p = <.001, SE = .08). The hypothesis that IS will 
predict SED is not supported. In this sample, the greater the extent to which RE teachers were 
motivated by their spirituality the less likely they were to have strong self-efficacy for teaching 
doctrine. As was noted in section 5.3.5, it may be the case that, for teachers with a weak intrinsic 
spiritual motivation, the areas of the RE curriculum that require them to give witness to spiritual 
concepts, either by teaching a sacramental understanding of God’s presence, or by teaching 
students to act on these beliefs through prayer, worship, and outreach ministries, may seem more 
challenging to teach, compared to the mostly prescribed, doctrinal areas of curriculum. Teachers 
with weak IS may have made comparative judgements about the ease with which they 
approached these non-spiritual tasks (teaching doctrine), compared to the cognitive dissonance 
that may accompany tasks requiring them to teach students to develop values that they do not 
share or believe. Generally, the stronger teachers’ intrinsic spirituality, the less likely they were 
to have strong SED, suggesting that doctrine is an area of curriculum that does not rely on the 
spiritual resources and spiritual motivations of the RE teacher. This cognition about doctrine may 
also be influenced by the damaged reputation and doctrinal authority of the Catholic Church, as 
noted earlier.  
5.4.6 Multilevel regression analysis with SEP as the dependent variable. 
The control and theoretical variables were introduced into the regression model in the 
same order and using the same principles as in the analysis of the previous dependent variables. 
Gender was introduced as the first predictor variable (Table 5.25). The regression indicated that 
gender was the strongest predictor of SEP in every iteration of the regression model. In the final 
model, gender had a coefficient of -.50 (p < .001, SE = .14). The negative coefficient indicates 
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the direction of the prediction, that is, that being female (which was coded ‘zero’ as a binary 
categorical variable), contributed significantly to the regression calculation. The next two most 
heavily weighted predictors were IS (.17, p = .01, SE = .01) and ITR (.17, p = .04, SE =.08). 
None of the level 2 observed or theoretical variables contributed to the regression in any of the 
models. Finally, RE teaching experience was a statistically significant predictor with a 
coefficient of .02 (p = .01, SE = .01). 
The role of gender in the prediction of SEP is understood in terms of the broader effect of 
gender on the ‘helping professions’. As has already been established, there are more women than 
men teaching in Australian high schools (59% of teachers in 2015), and in this sample, females 
comprised 63.1% of the respondents. Further, some of the items included in the SEP scale were 
specifically about charity, social justice, and outreach, for example: “I can help students to 
develop solidarity with people suffering injustice”, “I can encourage students to act for charity”, 
and “I can encourage students to act for justice”. A sociological interpretation of this result draws 
on the structural inequality between the sexes and suggests, as Mastromatteo and Russo (2017, p. 
143) have written, that “inequality increases the feelings of altruism, solidarity, and compassion, 
compelling more individuals to actually do something for the less fortunate”. Mills, Pedersen, 
and Grusec (1989) posited that altruism itself is a characteristic differentiated by sex, with 
females being generally more altruistic than males, although this may be explained more 
accurately as an effect of socialisation, rather than an innate, or evolutionary psychological 
entity. In researching the effect of gender on volunteering and philanthropy, Mesch, Rooney, 
Chin, and Steinberg (2002) summarised the literature which showed females rated higher on 
measures of empathy and altruism, were more likely to volunteer, and more likely to spend more 
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hours volunteering than men. When answering items in the current study which asked 
respondents to rate their capability to teach students to develop solidarity and act for justice, it is 
possible that females associated this aspect of their work in the RE classroom with their own 
desire to serve and care for others. It may be likely that these female RE teachers developed 
stronger SEP because of the way they attend to mastery and vicarious mastery, as well as the 
psychological arousal that occurs when one puts one’s values into action at the service of others 
(Krause, Ironson, & Hill, 2018). Male RE teachers, being differently socialised, may not have 
attended to these experiences in the same way, or given them the same valence as females, thus 
influencing the attention they give to stimuli that may enhance their self-efficacy beliefs (e.g., 
social learning, verbal persuasion, or positive affective states). 
IS and ITR are consistent predictors of self-efficacy for teaching both praxis and 
sacramentality. It is reasonable to argue that a motivating personal spirituality and a belief in 
students’ ability to learn and grow in the subject are foundational for confidence and self-
efficacy in teaching RE and that their importance is such that their effect transfers across the two 
self-efficacy domains (SES and SEP). Equally, a weak or non-motivating spirituality and the 
belief that student ability in RE is fixed, regardless of the efforts of the teacher, will likely lead to 
weaker self-efficacy beliefs across the two domains. SEP appears to be a significantly gendered 
aspect of RE teaching, which may lead to an enquiry about the role played by gender in teaching 
Catholic faith-in-action. 
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Table 5.24 
Multilevel Regression Models with SEP as the Dependent Variable 
  Model 1 Model 2 Model 3 Model 4 Model 5 Model 6 
Level 1 Loglikelihood 
function 
-5600.49 -5557.47 -4545.38 -4830.82 -3638.51 -2604.98 
Gender  -.42* (.15) -.42* (.15) -.48** (.15) 
-.47* (.15) 
-.53*** 
(.15) 
-.54*** 
(.15) 
Catholic   .22 (.26) .09 (.26) .06 (.26) .02 (.26) .02 (.26) 
No RE qualifications    -.47* (.24) -.35 (.24) -.32 (.22) -.30 (.22) 
Certificate of RE    -.11 (.19) -.12 (.19) -.06 (.18) -.05 (.18) 
Bachelors degree minor    -.09 (.27) -.10 (.26) -.08 (.25) -.06 (.25) 
Bachelors degree major    -.23 (.31) -.24 (.31) -.16 (.29) -.15 (.29) 
Masters degree or higher    .06 (.20) .04 (.20) .11 (.20) .12 (.20) 
Accredited to teach RE     .25 (.19) .13 (.20) .14 (.19) 
RE teaching experience      .01** (.00) .02** (.01) 
RE experience in this 
school 
    
 
 
.00 (.01) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
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Table 5.24 Continued 
Multilevel Regression Models with SEP as the Dependent Variable 
  Model 7 Model 8 Model 9 Model 10 Model 11 
Level 1 Loglikelihood 
function 
-2102.08 -1738.09 -1681.60 -1687.28 -1578.43 
Gender  -.53*** 
(.14) 
-.50*** 
(.14) -.49** (.15) 
-.53*** 
(.15) -.51** (.15) 
Catholic  -.28 (.27) -.28 (.25) -.18 (.24) -.20 (.24) -.21 (.24) 
No RE qualifications  -.21 (.18) -.24 (.17) -.19 (.17) -.18 (.17) -.19 (.17) 
Certificate of RE  -.07 (.15) -.12 (.15) -.09 (.15) -.08 (.15) -.09 (.15) 
Bachelors degree minor  .01 (.21) -.03 (.22) .02 (.22) .05 (.23) .02 (.22) 
Bachelors degree major  -.08 (.25) -.10 (.25) -.03 (.21) -.02 (.22) -.04 (.22) 
Masters degree or higher  .17 (.17) .15 (.15) .22 (.17) .23 (.16) .18 (.16) 
Accredited to teach RE  -.01 (.18) -.01 (.18) .04 (.21) .01 (.19) .01 (.19) 
RE teaching experience  .02** (.01) .02** (.01) .02* (.01) .02* (.01) .02* (.01) 
RE experience in this 
school 
 
-.01 (.01) -.01 (.01) -.01 (.01) 
-.01 (.01) 
-.01 (.01) 
Intrinsic spirituality  .24*** (.05) .17* (.07) .17* (.06) .18* (.07) .17* (.07) 
Implicit theory of RE 
ability 
  
.17* (.08) .16* (.08) 
.17* (.08) 
.17* (.08) 
Level 2       
Location    .11 (.11) - - 
Coeducational     .26 (15) - 
Team size      .01 (.01) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 p<.001 
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Table 5.24 Continued 
Multilevel Regression Models with SEP as the Dependent Variable 
  Model 12 Model 13 Model 14 Model 15 Model 16 Model 17 
Level 1 Loglikelihood 
function 
-1646.30 -1590.34 -1480.41 -1429.00 -1569.05 -1703.25 
Gender  -.50** (.15) -.50** (.15) -.52** (.16) -.52** (.16) -.52** (.16) -.49** (.16) 
Catholic  -.21 (.24) -.21 (.24) -.28 (.26) -.28 (.26) -.27 (.26) -.18 (.23) 
No RE qualifications  -.19 (.18) -.19 (.17) -.14 (.17) -.14 (.17) -.15 (.17) -.16 (.17) 
Certificate of RE  -.09 (.15) -.09 (.15) -.10 (.14) -.10 (.14) -.11 (.14) -.08 (.15) 
Bachelors degree minor  .01 (.23) .01 (.23) .02 (.22) .02 (.22) .03 (.22) .02 (.22) 
Bachelors degree major  -.05 (.22) -.06 (.23) -.06 (.22) -.06 (.22) -.04 (.22) -.04 (.22) 
Masters degree or higher  .19 (.17) .19 (.16) .18 (.18) .17 (.18) .19 (.18) .19 (.16) 
Accredited to teach RE  .02 (.20) .02 (.20) .08 (.20) .07 (.20) .07 (.21) .02 (.21) 
RE teaching experience  .02* (.01) .02* (.01) .02* (.01) .02* (.01) .02* (.01) .02* (.01) 
RE experience in this 
school 
 -.01 (.01) 
-.01 (.01) -.01 (.01) -.01 (.01) -.01 (.01) -.01 (.01) 
Intrinsic spirituality  .17* (.07) .17* (.07) .18* (.07) .17* (.07) .18* (.07) .17* (.06) 
Implicit theory of RE 
ability 
 .17* (.08) 
.17* (.08) .18* (.08) .18* (.08) .18* (.08) .16* (.08) 
Level 2        
Location  - - - - - - 
Coeducational  - - - - - - 
Team size  - - - - - - 
Meeting frequency  .00 (.05) - - - - - 
REC experience   .00 (.01) - - - - 
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ICSEA    .00 (.00) - - - 
NAPLAN aggregate     .00 (.00) - - 
Attendance rate      .00 (.01) - 
CE for praxis       .12 (.15) 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
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Table 5.25 
Final Multilevel Regression Model with SEP as the Dependent Variable 
  Final Model 
Level 1 Loglikelihood 
function 
-1738.09 
Gender  -.50*** (.14) 
Catholic  -.28 (.25) 
No RE qualifications  -.24 (.17) 
Certificate of RE  -.12 (.15) 
Bachelors degree minor  -.03 (.22) 
Bachelors degree major  -.10 (.25) 
Masters degree or higher  .15 (.15) 
Accredited to teach RE  -.01 (.18) 
RE teaching experience  .02* (.01) 
RE experience in this 
school 
 
-.01 (.01) 
Intrinsic spirituality  .17* (.07) 
Implicit theory of RE 
ability 
 
.17* (.08) 
Level 2   
Location  - 
Coeducational  - 
Team size  - 
Meeting frequency  - 
REC experience  - 
ICSEA  - 
NAPLAN aggregate  - 
Attendance rate  - 
CE for praxis  - 
Note: Standard errors are in parentheses. * p < .05 **p < .01 ***p<.001 
 
5.4.6.1 Discussion of the results for SEP and CEP. 
CEP did not predict SEP in the regression model. The hypothesis that CEP will 
positively predict self-efficacy for teaching RE (SEP) is not supported. It is of interest 
that praxis, as a domain specific manifestation of collective efficacy (CEP), did not 
appear to contribute to the individual measure of self-efficacy in the same domain 
(SEP). The items at the individual unit of analysis and at the team unit of analysis were 
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similar, though not identical, for example, “The RE team in which I work can act for 
social justice” (CEP) and “In my RE class I can encourage students to act for justice” 
(SEP). The fact that CEP did not contribute to SEP may relate to differences in the unit 
of analysis, as they measure different phenomena at different levels. This result may 
also be an outcome of some RE teachers not believing that the group of RE teachers at 
their school were, in fact, a collective. This may have been because of a lack of 
interdependence and coordination among group members. Team interdependence and 
coordination were not measured in the study.  
5.4.6.2 Discussion of the results of SEP and ITR.  
ITR made statistically significant, small contribution to the regression variate for 
SEP (B = .17, p = <.05, SE = .08). The hypothesis that ITR would positively predict 
self-efficacy for teaching RE (SEP) is therefore supported. As was noted earlier, 
implicit theories teachers held about their students can be generalisable across domains 
of teaching and learning. Teachers with a growth theory of student ability will likely 
persist in behaviours which bring about learning for students. It follows that such 
persistence will lead to greater experience of and attention to mastery experiences with 
students, thus enhancing self-efficacy beliefs in the area of praxis. 
5.4.6.3 Discussion of results of SEP and ITF.  
The theoretical construct ITF was eliminated as a variable during the analysis, so 
the hypothesis that ITF will predict self-efficacy for teaching RE is not supported. 
5.4.6.4 Discussion of results for SEP and IS.  
Teachers’ IS made a small, statistically significant contribution to the regression 
variate for SEP (b = .17, p = <.05, SE = .07). The hypothesis that IS will positively 
predict SEP is supported. Teachers who reported being more motivated by their 
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spirituality, that it operated as an end in itself, were generally more likely to report 
stronger SEP than those teachers whose spirituality was less of a prime motivator in 
their lives. It can be argued that IS motivated teachers to put their spirituality into action 
through charity, prayer and worship, and by teaching the positive, humanistic aspects of 
the Catholic religion. For those teachers for whom their spirituality was not as 
significant a source of personal motivation, putting faith into action may have been 
more challenging and may have led to less positive mastery experiences, thus affecting 
their self-efficacy for this aspect of RE teaching. 
5.5 Summary of Quantitative Findings 
This study posited and tested a theoretical framework for teacher self-efficacy 
for teaching RE. The quantitative phase of the research used correlational analysis, 
principal components analysis and multilevel regression analysis to examine the 
responses of 309 RE teachers in 42 schools, in order to explain the relationships 
between the variables. The findings are summarised in the list below: 
• Self-efficacy for teaching RE is manifest in these data as SES, SED, and 
SES; 
• Collective efficacy for teaching RE is manifest in these data as CEP; 
• CEP is a statistically significant predictor of SES; 
• IS is a statistically significant predictor of SES and SEP; 
• ITR is a predictor of SES and SEP; 
• Gender is a strong predictor of SEP; 
• SED is negatively predicted by IS, ITR and RE teaching experience; and 
• SES varies at the team level 
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5.6 Analysis of Open-ended Responses 
The final section of the RE teacher survey was an optional open ended question: 
“Is there anything else you would like to add about your experience of being an RE 
teacher?”. Sixty-four respondents (20.7%) answered the question (male = 22, female = 
42). Where quotes are included in the analysis, the respondent’s gender and years of 
experience teaching RE are indicated in parentheses. Appendix 7 reports responses to 
the open-ended question, and contains the coded RE teacher comments. 
5.6.1 Thematic coding analysis. 
Responses were subjected to thematic coding analysis. The purpose of 
performing thematic coding on the open-ended responses was to “identify meaningful 
themes in large amounts of text data” (Vaughn & Turner, 2016, p. 44) and classify them 
into categories. The analysis followed a seven-step process to validly classify the data. 
These steps were informed by Miles et al. (2014) and Vaughn and Turner (2016). The 
stages were: 
1. Multiple readings of the data to develop understanding and clarify 
ambiguity, compile initial notes and reflections; 
2. First cycle coding to provide meaningful labels for the individual 
comments; 
3. Development of 17 first cycle categories with which to classify the 102 
first-cycle codes; 
4. Consultation with an experienced RE leader to conduct second cycle 
coding to derive 52 codes; 
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5. Development of second cycle categories to classify 52 codes into 15 
categories; 
6. Checking of the second cycle codes and categories against the raw data 
to assess goodness of fit; (Step 5 and 6 are iterative and repeated if 
necessary). 
7. Generation of themes to account for the final data structure. 
It was decided not to report the frequencies of individual codes because the 
purpose of this analysis is to reveal the thematic structure of RE teachers’ ideas and 
experiences about teaching RE. Each of these steps is described in the following 
sections. 
5.6.1.1 Initial readings of the data. 
An initial reading of the 64 responses identified 267 comments about being an 
RE teacher. From the initial reading it was apparent from the length of responses that 
some respondents were eager to share their experience in detail. There were common 
themes and expressions as well as diversity of opinions and experience. Many of the 
respondents shared their feelings about being an RE teacher, using words like joy, 
privilege, blessing, exciting, or difficult, challenging, hard, and sad. Other respondents 
shared local narratives about RE leaders, or the impact of local conditions and 
influences (for example, one teacher warned that the data collected from his school 
would be adversely skewed by the impact of a crime gang in the school). The challenge 
of unchurched or non-Catholic students in RE classes was an issue referred to by some 
respondents. There was also a diversity of opinions about the purposes of RE and its 
relevance to students’ learning and lives. Some respondents criticised aspects of the 
survey instrument. All responses used respectful language. 
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5.6.1.2 First cycle coding. 
A cyclic coding method was applied to the data (Miles et al., 2014), in which 
codes were developed in an iterative process in order to decipher and consolidate 
meaning and to reveal a structure in the data. The first cycle coding generated 102 
unique codes (see Appendix 7) generated from the words of the respondents themselves, 
using in vivo coding (Miles et al., 2014). In vivo coding seeks to preserve the integrity 
of the respondents’ intentions and interpretations by using their own language to 
classify their responses. 
5.6.1.3 Classification of first cycle codes. 
The 102 first cycle codes were arranged into 17 categories (Table 5.27). The 
categories broadly covered the descriptions of types of RE teachers and their cognition 
about being an RE teacher, the culture of RE students, RE teachers’ interpretation of 
their students’ spirituality and attitudes to the subject, the conditions for RE teachers 
working in Catholic schools related to support, culture, and training/professional 
learning. There were, within most categories, variation in valence attached to RE 
teaching, with slightly more codes signifying negative impressions of the experience of 
RE teaching (37 positive, 39 negative, 25 neutral). 
Table 5.26 
First Cycle Code Categories of Open Ended Responses 
Categories Code Count 
RE teacher types 8 
RE teacher attitudes 12 
RE teacher training 6 
RE teacher support 4 
RE teacher spirituality 11 
Staff culture 4 
RE team 4 
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Categories Code Count 
RE leadership 4 
Student attitudes 5 
Student spirituality 6 
Impact on students’ faith 6 
Impact on students’ life 2 
RE content 9 
RE objectives 5 
RE pedagogy 7 
God 4 
Research method 4 
Total codes 102 
 
The categories generated by the first-cycle coding were broad. The nature of the 
open-ended question was such that the responses were diffuse. The initial categorisation 
process provided information about the range of topics covered by the responses and 
some indication of the most prevalent topics. The four categories with the highest code 
count were teacher attitudes, teacher spirituality, RE content, and teacher types. This 
suggests that the data would be useful in further exploring the cognition, motivation, 
and spirituality of RE teachers, and in illustrating the constructs in the theoretical 
framework. 
5.6.1.4 Second cycle coding and classification. 
To provide reliability, the researcher enlisted the service of an experienced RE 
leader from a Catholic school not included in the study and from a different state of 
Australia to the researcher. This was to mitigate for any localised assumptions the 
researcher might have held about the work of RE teachers, based on his experience in 
only one state. The first cycle codes and categorisation were checked against the raw 
data and additions, revisions, and deletions were made to the original codes and 
categories. Total codes were reduced to 51 and the categories were re-generated, 
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resulting in 15 categories (Appendix 7). These were checked against the original. 
Significantly, due to the diversity of the responses, some of the categories were best 
understood as contrasting concepts, such as enthusiastic/unenthusiastic, or Catholic/non-
Catholic. Whilst this may appear to be a simplification of the qualitative data, it 
accurately captures the language used by respondents. In specific areas of the qualitative 
data, RE teachers were generally categorical in their choice of language to describe their 
experiences and their observations of other RE teachers. In representing some of these 
data as contrasting descriptors, the analytical structure captured the divergence in the 
responses. The categories of ‘God’ and ‘Method’ were eliminated from the final 
structure, because those categories did not offer meaningful insights into the experience 
of RE teachers as the context in which they were used were extraneous to the 
experience of teaching and learning in RE. ‘RE impact on student faith’ and ‘RE impact 
on student life’ were combined into the category ‘Impact of RE’, because the codes and 
the data to which they referred were describing a similar concept of how RE impacted 
on students. 
A third cycle of coding was undertaken to refine the categories and reduce the 
number of codes used. In this third cycle, the categories ‘Contrasting descriptors of RE 
teacher spirituality’ and ‘RE teacher spirituality’ were combined into a single category 
‘Types of RE teacher spirituality’ because the open-ended comments related to both 
these categories could be adequately categorised in terms of being either Catholic or 
non-Catholic, and spiritual or non-spiritual. This category reduction is one of the goals 
of the cyclic coding process (Miles et al., 2014). Several codes were eliminated in this 
round of coding because they were not sufficiently distinct from other codes and did not 
add to the descriptive power of the category they were in. The eliminated codes were: 
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‘want deeper understanding’ from the category ‘RE teacher training’ which was 
adequately accounted for by ‘teacher as learner’; ‘strong/weak’ from the category ‘RE 
leadership types’ because of insufficient data related to this code and because the code 
‘capable/incompetent’ was judged to sufficiently capture this meaning; and ‘not just 
Bible learning’ in the category ‘RE Pedagogy’ because it was sufficiently captured by 
‘need innovative activities’. The category ‘Staff culture’ was changed to ‘Local culture’ 
and the code ‘parents/community do not support RE’ was added to ‘Local culture’ to 
capture this hitherto unaddressed insight in several comments from RE teachers. 
Finally, the category ‘RE objectives’ was changed to ‘RE purposes’ in order to better 
reflect the broad and sometimes philosophical insights teachers gave about their 
understanding of the purpose of the RE curriculum. In light of this, three codes were 
moved out of ‘RE curriculum’ into ‘RE purpose’ as they better described the broad 
purposes of RE. The three codes were ‘should be academic only’, ‘balance academic 
and spiritual’, and ‘should be enfaithing’. 
The final coding and categorisation of the open-ended responses is reported in 
Table 5.27. The final data structure comprises 44 codes in 14 categories. 
Table 5.27 
Final Coding and Categorisation of Open-ended Responses 
Category 
 Code 
RE teacher type 
 enthusiastic/unenthusiastic 
 vocational/coerced 
 collaborative/uncollaborative 
 contextually aware/irrelevant 
 trained/untrained 
RE teacher attitudes 
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Category 
 Privileged 
 Challenged 
 Passionate 
RE teacher training 
 teacher as learner 
 Qualifications 
RE teacher support 
 need greater support 
 need better resources 
 need supportive system 
 need support for qualifications 
RE teacher spirituality type 
 Catholic / non-Catholic 
 faith-filled / non-spiritual 
Local culture 
 need a supportive staff culture 
 parents/community do not value RE 
RE team type 
 collaborative/uncollaborative 
 dynamic/stagnant 
RE leadership type 
 capable/incompetent 
Student attitudes 
 apathetic and disengaged 
 reject indoctrination 
 engaged in life-centred learning 
Student spirituality 
 no faith 
 questing 
 unchurched 
Impact of RE 
 cannot/should not change student faith 
 RE as invitation to faith 
 relationship with Jesus is required 
 positive impact on lives of students 
RE curriculum 
 assumes practising Catholic students 
 dry/irrelevant 
 teach contemporary ethics / values / issues 
 restrictive curriculum 
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Category 
RE purpose 
 transformation of students’ lives 
 develop students' spirituality 
 should be academic only 
 balance academic and spiritual 
 should be enfaithing 
RE pedagogy 
 want questioning and enquiry 
 want action learning / service 
 need innovative activities 
 
 
5.6.2 Discussion of open-ended data. 
The 64 responses to the open-ended question are a source of descriptive and 
explanatory data about the diverse experiences of RE teachers in Australian high 
schools. The contrasting descriptors, in particular, illustrate the degree to which these 
RE teachers experienced RE differently, with sometimes diametrically opposed views 
about the subject. The data draw a clear distinction between teachers who were 
personally, spiritually and professionally equipped to teach RE and those who were not. 
Generally, teachers described themselves in affirmative terms related to their spirituality 
and commitment and used more negative descriptors for their observations of some of 
their colleagues. These data also raise important questions about RE teachers’ 
understanding of the broad purposes of the RE curriculum. The open-ended nature of 
the question did not direct respondents to answer in terms of the theoretical framework 
of the study. Therefore, there were no direct references to the constructs underpinning 
the research. It was possible, through analysis and interpretation, to make valid 
connections between the thematic structure revealed by the data analysis and the 
theoretical framework of the study. 
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5.6.2.1 Descriptors of RE teacher types. 
Respondents described teachers as enthusiastic or unenthusiastic, for example 
“Without the motivation of the teachers the spiritual growth of the student never really 
gets past the crossword and colouring-in stage of their primary days” (M, 5), and “… 
there is often a lack of interest from some teachers who have been given an RE class 
they don't want” (F, 5). In terms of enthusiastic teachers, one respondent wrote “I work 
with many enthusiastic people” (F, 9), while others recorded their own enthusiasm for 
the subject. A teacher, reflecting on the increasing difficulty she was experiencing wrote 
“I am concerned with my lack of enthusiasm for the subject” (F, 11). One of the clear 
distinctions that emerged was the ‘vocational/coerced’ description of RE teachers. This 
dichotomy was understood in terms of the motivations that respondents appeared to 
identify in themselves and their colleagues: whether teachers sought RE teaching as a 
career goal, or whether they felt forced to teach RE against their preference. Several 
respondents identified those teachers who were teaching RE when it would not be their 
preference or who had been allocated an RE class “as a fill-in subject” (M, 5). One 
respondent wrote that in her school “[a] great percentage of teachers are not willing to 
teach this subject and will do anything they can to not have this as part of their 
allocation” (F, 17). She also observed “most staff and students see Religion as a subject 
they are forced to teach/study” (F, 17). Some teachers wrote about their belief that RE 
teaching serves a vocational purpose. Weddell (2017) defined Catholic vocation (not 
just as a priest or religious) as consciously and deliberately choosing to follow Christ. 
One teacher wrote “For me, my RE teaching is a REAL vocation” (F, 30). Other 
teachers expressed this vocational orientation to teaching RE, sharing beliefs such as 
“personal conviction is what drives the aspiring RE teacher in his/her mission” (M, 10). 
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The use of words like ‘mission’ placed this comment in the ‘vocational’ category. 
Another teacher wrote that she was “asking God to guide and direct my efforts, as well 
as my heart, to support my students' own growth and learning” (F, 1). This appears to be 
an example of intrinsic spirituality. It also suggests that the teacher prays to God to 
assist her in her work. 
There was a distinction between teachers who worked collaboratively, and those 
who chose to “do their own thing” (F, 10), with the implicit positive value placed on the 
former, who “enjoy supporting one another” (F, 3). There was also a clear difference 
between RE teachers who were contextually aware of the social milieu in which their 
students lived, and who worked to find culturally appropriate ways of teaching RE to 
teenagers who generally were not socialised Catholics and teachers who were perceived 
to be irrelevant by their students. One respondent wrote “we need to be non-
judgemental, open, reflective, contemporary, fair and just in how we approach every 
lesson” (F, 23), indicating that RE programs should be contextualised for the students, 
in a social context that had not necessarily socialised the students to Catholicism. 
Teachers who did not or could not contextualise the learning, may well be challenged 
by the students about the subject’s relevance, as one teacher’s student asked “how is this 
important in my future career?” (F, 13).  
These descriptors are consistent with positive self-efficacy beliefs of those RE 
teachers when they also had a vocational, collaborative, enthusiastic approach to RE. 
One wrote “I am concerned with my lack of enthusiasm for the subject. I feel so much 
more confident, happy and less anxious teaching my other method areas” (F, 11). In this 
example, the teacher’s apparent struggle to make the curriculum engaging for her 
students, (“I am finding the subject matter and topics tedious and arduous”), was likely 
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resulting in her having experienced poorer mastery experiences, and therefore self-
efficacy for teaching RE. The comment also communicates the negative affect 
associated with this struggle. She described her efforts as “trying to appear positive” (F, 
11), and that her experience in RE made her feel less “happy” and more anxious than 
when she taught other subjects. This is an example of how affective states and mastery 
experiences can have an impact on self-efficacy for teaching RE (Bandura, 1997). 
5.6.2.2 Teacher attitudes. 
Teacher attitudes to RE was the category with the most codes in the first cycle of 
coding which was reduced to three broad codes in the second cycle: ‘privileged’, 
‘passionate’, and ‘challenging’. Some RE teachers expressed a view that they were 
privileged to be entrusted with a sacred duty, with one teacher reflecting that she was 
“proud to be an RE teacher and persevere every day to teach my students about the 
person of Jesus” (F, 10). Teachers used words like ‘blessed’ or ‘blessing’ and one wrote 
that “it can help shape their [students’] lives and it is the place where they have most of 
their questions”. In this sense, these teachers were defining RE teaching as a special 
case of teaching that brings with it a more profound responsibility and purpose than 
other subjects, because “you know that you are helping them find their own spiritual 
identity” (F, 2). These attitudes were generally expressed in positive, affective language 
to express pride and the sense of blessing. As discussed in 2.2.9.3, affective states have 
been shown to influence self-efficacy beliefs (Bandura, 1997), and some of these 
teachers apparently associated the positive affective language with their positive 
experiences of teaching RE to students. 
Some teachers used the language of passion to describe their work in RE, for 
example, ‘joy’; ‘excitement’; ‘love’; ‘relish;’ and ‘passionate’. One teacher wrote “It 
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has developed in me a passion to help others” (F, 3). Another described how RE was 
“my life passion and source for a lot of my reading, discussions and studies” (F, 40). 
Working with like-minded RE teachers appeared to amplify the passionate response of 
some teachers, for example, “I am excited and passionate about being a member of the 
RE team at my school” (F, 9). It is possible that this was evidence of positive affect that 
could influence self-efficacy for teaching RE. Some respondents also used language that 
suggested negative psychological arousal, as they faced the challenges of teaching RE, 
using words like ‘difficult’, ‘hard’, ‘struggle’, and ‘arduous’. One teacher reflected on 
the ‘increasing difficulty’ she found in making the learning relevant, whilst describing 
herself as feeling “so much more confident, happy and less anxious teaching my other 
method areas” (F, 11). Most teachers associated negative emotions with the challenges 
of teaching “tedious” content to disengaged students. Again, this negative arousal could 
affect self-efficacy for teaching RE. 
5.6.2.3 Teacher training. 
The lack of training of RE teachers was clearly an issue for a number of 
respondents. As has been discussed in 5.4.2.1, several RE teachers reflected on the 
impact of having teachers who were not prepared to teach RE, or who had been given a 
class as a fill-in subject. One teacher described a situation where there were no 
specialist teachers for RE in the school, saying “[a]ll RE teachers belong to another 
KLA [key learning area] and THEN the RE KLA” (M, 8). This respondent also wrote 
that he believed there is “a double standard with regard to non-Catholics teaching in 
Catholic Schools”. It may be speculated that this teacher was referring to the disparity 
between the regulations requiring RE teachers to be trained and qualified and the reality 
that many were not. Some RE teachers identified themselves as learners, and one 
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detailed the steps she had taken to undertake self-directed learning and study to equip 
herself for RE teaching, while others wrote of the challenges of accessing and funding 
post-graduate studies in RE. While there was some support for the importance of further 
study, one teacher claimed that “those with higher degrees usually can't teach it” (M, 
35), and another teacher commenced a Masters in Theology, only to decide that the 
learning was “useless and as a result have chosen to not pursue further studies in 
Theology at this point in time” (F, 17). This category raises two issues: (a) the demand 
by some RE teachers that schools and systems support further qualifications in RE, 
especially in terms of funding the fees and (b) the efficacy of further qualifications to 
improve RE teachers’ classroom practice. One teacher made the link between his 
confidence and his ongoing education in RE at a tertiary level, writing “I have nearly 
completed my masters in religious education and that has given me confidence and 
further knowledge” (F, 2). Similarly, another teacher argued that “[w]hen we teach in 
the discipline in which we are trained in, we are confident in what we are doing” (F, 3) 
and that for some teachers, because they were teaching outside of the area in which they 
were trained, they felt less confident. The regression analysis, however, suggested that 
higher levels of qualification did not predict stronger self-efficacy beliefs for any of the 
three dependent variables SEP, SES, or SED.  
5.6.2.4 RE teacher support. 
Several respondents acknowledged that support for the RE teachers was lacking 
in several areas, with one teacher specifying a need to be supported “religiously, 
pastorally and professionally” (F, 10). Mention was made of the need for systems to 
support teachers seeking RE qualifications and to pay the costs on behalf of the teachers 
(see 5.4.2.3). Reflecting on the lack of personal conviction of some RE teachers, one 
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responded “as most staff don't have faith or spirituality it is up to the ADMIN [sic] to 
give the subject to the right people and support and prepare them properly” (F, 18). It is 
likely that by “ADMIN”, the respondent was referring to school leaders. One 
respondent was scathing of her Catholic system’s support for RE teachers, citing 
“hypocrisy and duplicity” (F, 7). There was no mention of teachers feeling well 
supported by the school or leaders. 
5.6.2.5 Descriptors of RE teacher spirituality types. 
As has been expressed in earlier sections, some respondents drew a distinction 
between Catholic and non-Catholic RE teachers, and between teachers who appeared to 
have high levels of intrinsic spirituality, expressed as a vocation, and those who did not. 
The RE teachers’ responses did not describe a continuum of intrinsic spirituality along 
which RE teachers may be located, although, theoretically, we know this to be the case 
(Hodge, 2003). Some respondents identified RE teachers in their school as “not of a 
faith background” (F, 18), and highlighted “a double standard with regard to non-
Catholics teaching in Catholic Schools” (M, 8). The negative nature of some teachers’ 
observations of their colleagues can be summarised by a comment from one respondent 
who wrote that some of his colleagues had “no desire to understand or deliver with 
enthusiasm the content they are meant to teach” (M, 5). Whilst some RE teachers 
described some of their colleagues as spiritually unequipped to teach RE, they most 
often described themselves as having a strong and motivating personal faith. For 
example, one teacher described her aspirations to “be a faith-filled person who gently 
lives her life without being dogmatic in my approach. I am hoping my spirituality and 
faith shine through in all I do and say!” (F, 9). Another teacher wrote “I am a Catholic 
and have a strong faith in my religion” (M, 1), even though the question did not seek a 
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personal statement of faith commitment. There was an indication from some 
respondents that the process of teaching RE was part of the development of their own 
spirituality and a source of nourishment for their faith beyond their work as RE 
teachers, for example “I find it aids me in my own faith” (F, 5), and “I am growing 
'spiritually' each day with my family, colleagues and students” (F, 10). Others, who 
acknowledged a personal faith, also noted the challenges of being explicit about this in 
their work as RE teachers, with one saying “I have found it difficult as a teacher to 
demonstrate your faith with the overwhelming presence of a culture removing itself 
from religious values” (M, 4). 
5.6.2.6 Local culture. 
RE teachers reflected on the impact of local school and parent culture on their 
work. A teacher wrote that “many staff who do not teach Religion tend to publicly 
devalue it as a subject” (F, 17). This comment appears to be a reflection on culture as 
she described the staff as generally unsupportive. She also asserted that school culture, 
“led by the staff, has a huge impact on how students perceive and approach the formal 
Religious Curriculum as well as engage in faith development experiences and mission 
work”. Several teachers noted the challenge of working with parents and families who 
had values that were in conflict with those inherent in the RE curriculum. One teacher 
noted “many parents do not support the RE staff as they see RE as a subject that isn't 
important” (F, 3), and another said “I believe you can't change a view of religion 
without changing the community view” (M, 1). This can be combined with the 
challenge of teaching students who have “almost no foundation of individual or family 
faith” (M, 5). Based on attribution theory (Weiner, 1985), such cultural influences 
outside teachers’ control may have affected how teachers attributed their students’ 
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success and contributed to their development of implicit theories about whether their 
students had the ability to grow and improve in their learning of RE (Dweck, 2002).  
5.6.2.7 Descriptors of RE team types and RE leadership types. 
Relatively few comments were made about the teams and leaders of RE. There 
were, however, sufficient data to propose some contrasting descriptors. Teachers of RE 
were categorised as collaborative or uncollaborative, usually in association with other 
descriptors about their vocational orientation (such as ‘committed’), their training, and 
preparation for the role and whether they were coerced into the teaching RE (see 
5.4.2.1). Teams were also described as supportive and ‘of like-mind’ or as stagnant. 
Likewise, the only reference to RE leadership was the challenge facing RECs who had 
the task of “dealing with disillusioned or disinterested teachers in their department” (F, 
3), and an REC who was “academically unqualified and had only primary school 
experience. He favoured a laissez-faire approach that lead [sic] to the faculty 
stagnating” (M, 11). The theoretical framework for this study does not include an 
examination of proxy efficacy, defined by Bray, Gyurcsik, Culos-Reed, Dawson, and 
Martin (2001) as “one’s confidence in the skills and abilities of a third party or parties to 
function effectively on one’s behalf ” (p. 426). Belief in the capability of one’s REC, 
however, can be understood in terms of proxy efficacy, which is related to one’s self-
efficacy. In this example, the RE teacher described the link between the poor mastery of 
the REC and the apparent impact on his work in the team. Although there is insufficient 
evidence to allow generalisation, it appears that these teachers listed a range of factors 
that impact on their experience (culture, parents, students, curriculum, etc.), but rarely 
mentioned the team in which they worked as a factor.  
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5.6.2.8 Student attitudes. 
RE Teachers provided reflections on their students’ attitudes including (but not 
only) labelling them as engaged or disengaged. Some mentioned a gap between the 
secular world in which the students were socialised and the RE curriculum. This was 
sometimes represented as students being “unaware” or disengaged from RE because 
“they believe it is dry and have [sic] no relevance to their lives” (M, 10). As was 
mentioned in section 5.4.2.6, teachers acknowledged impacts on students’ attitudes that 
were beyond the control of the teacher, with one teacher explaining “student attitudes … 
are heavily influenced by their upbringing and background (i.e. home and family life)” 
(F, 1). One teacher was very positive about the attitudes of his students and wrote “I 
have found that all of [the] students, who I have taught, to be interested in at least some 
of the topics covered. Many of them have spoken to me at the end of the year saying 
how much they have enjoyed the class” (M, 29). It can be speculated that positive 
encouragement from students enhanced some teachers’ self-efficacy, as verbal 
persuasion and positive feedback have been shown to be sources of self-efficacy beliefs 
(Bandura, 1997). 
5.6.2.9 Student spirituality. 
While many responses referred to the spirituality of teachers, fewer respondents 
reflected explicitly on the spirituality of students. As was mentioned in 5.4.2.6, a lack of 
Catholic faith in the home and Catholic enculturation appeared to have had an impact on 
some teachers’ abilities to deliver the curriculum. One teacher wrote “[m]any of the 
students are ‘culturally’ Catholic, not ‘spiritually’ Catholic” (M, 8). Another teacher 
described students as “the blind generation” (M, 1). Teachers were keen to nurture 
student spirituality and to encourage a questing approach to spiritual growth, such as the 
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teacher who described his responsibility “to help our young people to further develop a 
worldview of religion and understand and challenge their own worldview including 
their own faith beliefs” (F, 17). Questing spirituality was defined by Hyde (2008) as 
seeking “to explore authentic ways of connecting with self, others, the world, and with 
God” (p.32). This approach to RE allows for ambiguity and a multiplicity of views. A 
teacher wrote that a key step in this questing approach is to “acknowledge that faith is a 
journey and asking questions is very much a human activity” (F, 37), and another 
described how RE “allows students the time and space to think about things beyond 
their academic life” (M, 29). It is interesting to note that these nuanced, non-dogmatic 
reflections on RE teaching practice came from two very experienced teachers.  
5.6.2.10 Impact of RE on students. 
Although some respondents were of the view that RE could be a transformative 
influence in the lives of young people in terms of their “learning growth, self-awareness 
and spiritual development” (F, 1), there was disagreement about whether teachers were 
working to influence the faith of their students. Some RE teachers were firm in their 
belief that having an impact on a students’ faith was not the job of the RE teacher, with 
comments such as “I feel that RE classes should be based on academia and not on 
student faith” (F, 2), because it could discriminate against students from different 
religious backgrounds. One teacher wrote “it is not my place to change students’ faith in 
religion” (F, 20), especially if the students are not Catholic. There was concern among 
some respondents that students would likely reject a dogmatic, proselytising approach to 
religion and that more relational and life-centred approaches would effectively impact 
on students’ learning and lives. For example, one teacher wrote “I am approaching the 
RE course with the idea that RE will affect their everyday life” (M, 10), even though he 
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acknowledged the challenge of making it relevant and useful. Another teacher argued 
that RE is not conducive to faith development by writing “[a]s far as I’m concerned the 
last place a student is going to find Jesus is in a compulsory classroom with a zealot for 
a teacher” (M, 36). Others acknowledged that faith development is personal, yet a 
teacher still has influence. This was expressed by one respondent who wrote “I feel a 
good teacher does not influence students by their own opinions. I turn on the light for 
my students but I don't tell them what to see” (F, 3), and by another who wrote “I am 
happy to allow the Spirit to work at his own pace - I am not there to make the students 
develop their faith - My lessons provide an invitation to faith development” (M, 29). 
Likewise, this teacher saw the impact of RE as profound, writing “It is a true blessing 
and a privilege to be able to open the eyes and hearts of our students to the wonder and 
awe of our faith” (F, 17). 
It appears from this analysis that, whether teachers accepted or rejected an 
enfaithing/evangelical approach to RE, they assumed this was the impact the RE 
curriculum was designed to have on students. This is relevant to section 5.4.2.13 about 
the purpose of RE and to the broader debate about whether RE serves an ecclesiastical 
purpose, an educational purpose, or both (Rossiter 2017).  
5.6.2.11 RE curriculum. 
This category includes a variety of opinions about what is taught in RE classes. 
Although there are significant similarities between the RE curricula of Australian states 
and territories, there are also differences in emphases on certain topics and themes from 
diocese to diocese (Rymarz, 2017).  
Mention was made of the lack of relevance of some of the content of the 
curriculum, with comments like “I am finding the subject matter and topics tedious and 
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arduous” (F, 11). There was a desire expressed by some teachers for a more practical, 
life-centred curriculum. A teacher wrote “I believe they would learn 1000% more from 
being in the community than they ever could from reading from the bible” (M, 1). One 
teacher was critical of the assumptions in the curriculum resources which “assume all 
our students are good little Catholics who pray the rosary and go to mass every Sunday” 
(M, 36).  
The responses also contained a depiction of the challenge of teaching a dense 
and detailed curriculum, with one teacher writing “[t]here is a lot of assumed knowledge 
and understanding […] even for those with a strong faith and theological background” 
(F, 2). Two responses stated that the curriculum had to be followed and was restrictive, 
impacting on the student experience of RE, writing “[t]he curriculum that NSW allows, 
does not provide enough scope to allow for experience and exploring students’ faith in a 
non-academic sense” (M, 7), and “I have a Curriculum that must be followed” (M, 49).  
5.6.2.12 RE pedagogy. 
Respondents shared comments about the types of teaching and learning activities 
they wanted to explore in their practice. These included an opportunity for an ‘inquiry 
approach’ to RE topics, giving students agency over their learning. Inquiry learning is a 
pedagogy that requires students to pose complex questions and formulate responses to 
those questions based on investigation (Johnson & Cuevas, 2016). Other comments 
called for more opportunities for action learning which focuses on community work and 
service/social justice activities (praxis). These were expressed in comments such as “I 
enjoy some of the really deep conversations that I have with students and you know that 
you are helping them find their own spiritual identity” (F, 2), and “I'd structure religious 
education to include weekly seminars where guest speakers talk to our students about 
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appreciation in action, or our students do community service” (M, 1). A teacher argued 
the importance of “recognising divergent views and understandings even within the 
Catholic tradition” (F, 37) to stimulate critical enquiry. There was an expression of the 
need for teachers to be creative in order to be relevant and meet the needs of their 
students, with one teacher writing “Some teachers need to be more innovative with their 
choice of activities in order to appeal to younger students” (F, 5). Understanding the 
content of the RE curriculum and “how this translates to teaching in the classroom 
needs much greater attention” (F, 2), according to one teacher.  
5.6.2.13 Purposes of RE. 
Some respondents sought to define the evangelical objectives of RE in the 
respondents’ schools. A significant question raised was whether the purpose of RE 
should be to evangelise (to grow the faith of the students), to instruct (to provide an 
academic study of religion) or a combination of both. Two representative comments 
supporting the evangelising approach to RE are: “Enfaithing lessons are far more 
effective than rigorous academic ones” (M, 40), and “My focus is to try to bring kids 
into relationship with Jesus Christ alongside the RE curriculum” (M, 5). Alternatively, 
other respondents argued for an instructional, non-evangelical approach to the discipline 
of RE, writing “I feel that RE classes should be based on academia and not on student 
faith” (F, 2), and “I am not there to make the students develop their faith” (M, 29). 
Some of the respondents expressed a need for a synthesis of an evangelising and 
academic approach, explained by this teacher who wrote: “[w]e have a collective 
responsibility to help our young people to further develop a worldview of religion and 
understand and challenge their own worldview including their own faith beliefs” (F, 17) 
and described by another who wrote: “[t]he integration of faith and life as a 'whole' 
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rather than as two separate entities is essential for effective RE teaching” (M, 10). 
Notwithstanding these positions, there was a description of the challenge of integrating 
academic content and spiritual lessons, expressed by one teacher: “[i]t is extremely 
difficult to balance the academic side of RE that we are expected to teach, and the 
spiritual side that I want students to experience” (M, 15).  
In terms of the impact of RE, a teacher described the long-term effects that RE 
can have on students because they “last a lot longer than many other subject areas - for 
the better or the worse” (F, 23). Once again, the data captured some teachers’ sense of 
the profound nature of their work, for example, “I want the students to see that Christ 
showed us how to live and in the Catholic faith they can experience real peace and ways 
to solve the problems they will face - how to find a friend” (F, 1).  
5.7 Discussion of Qualitative Analysis 
Sixty-four respondents answered the optional open-ended question: “Is there 
anything else you would like to add about your experience of being and RE teacher?”. 
The responses were subjected to thematic coding analysis (Miles et al., 2014) in order to 
derive codes and categories. The analysis revealed a data structure covering 14 
categories. Among the categories, three themes emerged that will be discussed in terms 
of the theoretical framework of this study: teacher attributes; the impact of RE on 
students; and the purposes of RE. 
5.7.1 RE teacher attributes. 
The data revealed disparate teacher descriptors: enthusiastic/unenthusiastic; 
Catholic/non-Catholic; vocational/coerced; trained/untrained; aware/unaware; 
spiritual/non-spiritual; and collaborative/uncollaborative. Whilst this structure emerged 
post-hoc, it is supported by the semantic and linguistic analysis of the responses. As was 
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noted in the analysis, respondents in all but one case described themselves as effective 
RE teachers and depicted some of their colleagues as less effective. The illustrations 
provided by the respondents made implicit links between the self-efficacy of RE 
teachers and their Catholic identity, spirituality, training, and vocational orientation to 
their work. Vocation was defined by Dik and Duffy (2007) as “an approach to a 
particular life role that is oriented toward demonstrating or deriving a sense of purpose 
or meaningfulness and that holds other-oriented values and goals as primary sources of 
motivation” (p.5). This understanding of vocation as a source of motivation may add a 
useful dimension to the framework, alongside intrinsic spirituality, as highly spiritually 
motivated RE teachers will likely be more able to see their work as part of their 
existential search for meaning. Measuring the vocational orientation of RE teachers and 
its relationship to self-efficacy for teaching RE in the three domains is a possible 
direction for future research.  
The data also illustrated the effect of RE being taught by people who had been 
coerced into teaching RE. Teachers forced to teach the subject were judged by their 
colleagues to be less successful in meeting the goals of the curriculum. Likewise, 
teachers who were unenthusiastic, non-Catholic, or untrained had “no desire to 
understand or deliver with enthusiasm the content they are meant to teach” (M, 5). RE 
teachers, in their open-ended responses, were not unanimous in their belief that 
qualifications were directly linked to improved teaching practice. This ambivalence 
appeared to align with the regression analysis that showed qualifications did not predict 
SES or SEP and had a slight, inverse relationship to SED. 
There was implicit support in the qualitative data for the IS construct, as teachers 
reflected on the need for an intrinsic motivation for teaching RE, as opposed to an 
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extrinsic motivation (such as being allocated a class without consultation). According to 
the respondents, IS was a necessary personal disposition for developing the personal 
and spiritual resources to help students explore and grow their own faith. 
One of the key attributes of RE teachers reported in the open-ended statements 
were the affective states associated with teaching RE. Teachers used psycho-emotional 
language to describe being an RE teacher. These were categorised as passionate, 
privileged, or challenged and the statements often included exclamation marks and 
upper case for added emphasis. It was clear that these teachers intended to communicate 
their personal investment in, and reaction to, teaching RE and to express the affective 
impact of their experience as RE teachers. Such data were valuable in assessing the 
salience and sometimes the valence of the teachers’ comments as they gave an insight 
into the psychological states of the teachers making the comments in relation to their 
work as RE teachers. As was noted in Section 5.4.2.2, these psycho-emotional 
expressions about being an RE teacher could be interpreted as indicating affective or 
arousal states that will likely be associated with the mastery experience (or lack of 
mastery experiences) in the domains of teaching RE, thereby reinforcing the self-
efficacy beliefs about the teachers’ capability in those domains. This is an important 
illustration of the operation of self-efficacy in the domains of teaching RE. 
5.7.2 The impact of RE on students. 
The qualitative responses treated the topic of impact on students in some detail, 
with some RE teachers expressing a belief that RE should and/or does have a profound 
impact on the worldview, the personal development, the Catholic socialisation, and the 
spirituality of students. Many teachers commented on the secular, sometimes anti-
religious culture that the students live in and reflected on the challenges that this poses 
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to the RE teacher charged with communicating the beliefs and doctrines of the Catholic 
Church. One teacher said he believed “the last place a student is going to find Jesus is in 
a compulsory classroom with a zealot for a teacher” (M, 36). 
Many RE teachers who commented on the impact RE had on students expressed 
a view that students can grow and develop their ability in RE, although this was 
contradicted by a small number of teachers who were less positive absent their own 
capabilities or the capabilities of other teachers to bring about this growth. This is 
broadly in line with the responses in the survey, where the mean score for ITR on the 
scale 0 to 6 scale was 5.05 (SD = 1.12). RE teachers in the sample generally had a 
strong growth theory about student ability in RE. 
Students were described by their teachers as sometimes disengaged, but more 
often as questing (Batson et al., 2001). Many RE teachers also described the way they 
implemented an open-ended, non-judgemental, enquiry approach to RE and warned that 
a closed, proselytising or fundamentalist approach to the RE curriculum is 
counterproductive. This questing approach to RE supports the notion that spirituality is 
a “search for meaning” (Pargament, 2013c) and those teachers who had a strong 
intrinsic spirituality were likely to facilitate a searching approach with their students. 
5.7.3 The purposes of RE. 
The purposes of RE emerged as a theme expressed as a plural because of the 
diversity of beliefs teachers communicated about why they taught RE, and about what 
they believed were the curricular and ecclesiastic reasons for teaching RE in Catholic 
schools. This diversity of views ranged from believing RE should be a purely academic 
subject teaching students about religion to believing RE should only be about growing 
student faith and spirituality, and that academic instruction is not an effective way to do 
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this. There was an assumption made by some teachers that the ecclesiastic purpose of 
RE was out of touch with the experience of students in a secular culture.  
Self-efficacy and collective efficacy are both predicated on the understanding 
that decisions about actions and efforts are directed towards a goal, or in the case of 
collective efficacy, a shared goal. The breadth of responses alluding to the purposes of 
RE indicate that there is not a strong consensus among this sample about the broad aims 
and goals of RE. This likely impacted on both self-efficacy and collective efficacy as 
teachers generally may have found it challenging to reconcile their own beliefs about 
the purpose of their work in the three domains of RE and their beliefs about the 
collective, curricular, or ecclesiastic purposes of RE. In this circumstance, RE teachers 
may not be able to create a self mental-model about their capabilities to achieve a goal 
in RE if their understanding of the goal is confused or if their own goal for their 
students is at odds with the collective, curricular, or ecclesiastic goals for their students. 
This observation suggests that goal clarity about the purpose of RE is a necessary 
condition for positive self-efficacy for teaching RE because its absence makes goal 
directed behaviour, particularly in a team, more challenging. 
5.7.4 Summary of findings from the qualitative responses. 
The study elicited 64 open-ended responses about being an RE teacher in a 
Catholic high school in Australia. The data were subjected to thematic analysis to derive 
codes, categories and themes. The themes that emerged in the responses to the open-
ended questions broadly supported the main relationships identified in the regression 
analysis, specifically, the relationship between RE teachers’ intrinsic spirituality and 
their self-efficacy for teaching RE. The data also illustrated the problematic nature of 
teachers employed to teach RE when they were not adequately trained, when it was not 
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their choice, or when they were not Catholic. Finally, the qualitative data described the 
complexity of teaching RE to a largely secularised student population in Catholic 
schools and the impact that this complexity had on the experience of these RE teachers. 
 
 
5.8 Research Questions 
The analysis comprised both independent variables (IS, ITR, CEP), independent 
control variables at level 1 (gender, religion, qualifications, RE experience), and 
independent control variables at level 2 (team size, frequency of meetings, NAPLAN 
performance, ICSEA, attendance and geographic region). In addition to acting as 
statistical controls, the control variables were tested for statistical significance, 
providing some answers to research questions.  
What are the differences, if any, between categorical variables at level 1 
(gender, Catholic or non-Catholic, and qualifications) for self-efficacy for teaching RE? 
Females, generally, had statistically significantly higher SEP (Figure 13). As 
was noted in section 5.3.6, this is consistent with the differences found by researchers 
who have examined gender and religiosity and gender and helping behaviours (Hogg, 
2018; Mesch et al., 2002). These researchers found that females generally scored higher 
on altruism and empathy, and generally spent more time than males in volunteering. 
Praxis, which is concerned with teaching students to be other-centred and to put a belief 
in universal human dignity into practice through social action, likely draws on empathy 
and altruism. Further, such actions are often associated with positive affective states, 
which can enhance self-efficacy beliefs (Bandura, 1997). The research reported here 
found that female RE teachers generally were more likely to have higher self-efficacy 
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for praxis than males as shown in Figure 13. 
 
Figure 13. Boxplot Comparison of SEP Means of Females and Males. 
In the final regression models for SES, SED and SEP, qualification was not 
statistically significant. In earlier regression models of SES and SED, before the 
introduction of the IS, IT, and CEP, qualifications appeared to play a role in predicting 
self-efficacy. RE qualifications was displaced in the model by IS, ITR and CEP. To test 
if there were statistically significant differences between team in SES and SED at 
various qualification levels, a Scheffe test was conducted. As was reported in Section 
5.3.5, a statistically significant difference was found between teams for SED in the 
categories “no RE qualifications” and “Masters Degree in RE or above”. Generally, in 
relation to SED, teachers with a Masters degree in RE were less likely to have strong 
self-efficacy for teaching doctrine compared to those RE teachers who had no 
qualifications at all. One possible explanation of the overestimation of capability in 
novices is the Dunning-Kruger effect (Dunning, 2011) which argues that novices and 
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individuals performing in the bottom quartile of a population are more likely to 
overestimate their own performance. It may be the case that the teachers in this sample 
with lower levels of RE qualifications over-estimated their ability and competence in 
RE than those with higher levels of RE qualifications. RE qualifications did not predict 
SES or SEP. 
There were no statistically significant differences in any of the three regression 
analyses between Catholics and non-Catholics for self-efficacy for teaching RE. 
Is there a relationship between any of the continuous variables at Level 1 
(experience in RE and experience in current school) and self-efficacy for teaching RE? 
The regression analyses of SES and SEP revealed no statistically significant 
relationship with teaching experience. There was a small, but statistically significant 
negative relationship between RE teaching experience and SED. As discussed in 
Section 5.3.2.5, it is speculated that relatively inexperienced teachers may have had 
stronger, and perhaps unrealistic beliefs about their capability to teach the prescribed 
content of Catholic doctrine when compared to teaching complex, faith-based lessons 
about Catholic praxis and sacramentality. 
There was no statistically significant relationship between years of experience in 
the current RE team and any of SES, SED, and SEP. 
What are the differences, if any, between Level 2 categorical variables 
(Location, Co-educational or single sex) and self-efficacy for teaching RE? 
There were no statistically significant differences between different locations of 
schools (metropolitan, regional, remote) and self-efficacy for teaching RE, or between 
single-sex and co-educational schools. 
Is there a significant relationship between any of the continuous variables at 
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Level 2 (team size, meeting frequency, REC experience, NAPLAN aggregate, ICSEA, 
and attendance rate) and self-efficacy for teaching RE? 
Team size, meeting frequency, REC experience, NAPLAN aggregate, ICSEA, 
and attendance were not related to SES, SED, or SEP. That school level variables did 
not predictself-efficacy is interesting as it could be argued that perceived self-efficacy 
would be stronger in high performing, educationally advantaged schools because 
positive mastery and the affective states such mastery can generate would be more 
readily available.  
5.9 Conclusion 
In this chapter the method of the quantitative study was explained, followed by a 
description of the analytical methods applied. These included principal components 
analysis and multilevel regression analysis. The quantitative results were discussed with 
reference to the theoretical framework. Each of the hypotheses posited in the framework 
chapter were reported on in light of the results. The quantitative findings were then 
summarised. Next, the qualitative findings were discussed and their value in illustrating 
some aspects of the theoretical framework was assessed and presented, then the findings 
of the qualitative analysis were summarised. Finally, the research questions were 
discussed with reference to the regression analyses. 
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6.1 Introduction 
The purpose of this research was to investigate the self-efficacy beliefs of RE 
teachers in Australian Catholic high schools and to examine relationships between 
individual and team level phenomena and the beliefs of RE teachers. A number of 
hypotheses were developed and tested.  
The purpose of this chapter is to present conclusions. First, the limitations of the 
research are acknowledged. Second, the hypotheses are revisited and a revised 
theoretical framework is presented based on the findings of this research. Third, 
implications of this research for theory, policy, practice, and future research are 
discussed. 
6.2 Limitations of this research 
An important methodological limitation is related to the nature of cross-sectional 
research carried out with a sample from a larger population. The data gathered at a point 
in time represent the sample only at that point in time, limiting the generalisability of 
the research and the ability to draw causal conclusions. Further, the study of a sample of 
RE teachers and Catholic high schools does not warrant generalising findings to the 
total population of RE teachers in Australian Catholic high schools. It can, however, 
provide researchers and practitioners with suggestions for future studies or indications 
for possible interventions and programs of professional development for RE teachers, 
which will be discussed later. 
This study hypothesised that collective efficacy for teaching RE would predict 
self-efficacy of individual RE teachers for teaching RE. The analyses partitioned level 1 
and level 2 variance. Participants in the 42 RE teams were studied without ascertaining 
if they were, in fact, collectives with shared goals (Cohen & Bailey, 1997). The 
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limitation is that there is an untested, underlying assumption that the RE curriculum was 
delivered by teams. However, the data suggest that there was a real phenomenon of 
collective efficacy for teaching RE that was measurable and variable across schools. 
The research proceeded on the assumption that RE teachers working in the same school 
were a team. 
Another methodological limitation is the self-report nature of the data. In self-
report surveys, there is no way of assessing the degree to which respondents are 
conscientious in their responses. This research asked teachers to assign a score to their 
self-efficacy for teaching RE and it is not possible to determine if individuals accurately 
and honestly estimated their self-efficacy for teaching RE. However, self-report 
methodology for measuring and examining self-efficacy is widely used and validated 
(Appelbaum & Hare, 1996; Bandura, 1997; Curda & Smith, 2002; Karbasi, 2016; Lee, 
1994; Moritz, Feltz, Fahrbach, & Mack, 2000; Schunk, 1991; Marjolein Zee & Helma 
M. Y. Koomen, 2016).  
A further limitation is the non-response rate of survey items. The survey design 
allowed participants to opt out of the survey or not to answer all the questions. This 
resulted in missing data. Statistical processes were implemented to account for these 
missing responses without lessening the usefulness of the data. 
Snijders and Bosker (1999) have shown that multilevel regression analysis is 
sensitive to sample size at both level one and level two. In this study, the number of RE 
teams (n = 42) and the number of RE teachers (n = 309) met the threshold suggested by 
Hair et al. (2010). A larger sample, however, may have been desirable. 
A further methodological limitation is that while regression analysis can 
ascertain how independent variables can ‘predict’ dependent variables, it is not possible 
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to assign a causal direction to the relationships between variables (Hair et al., 2010). 
 
6.3 Hypotheses Revisited 
Although discussed in Chapter 5, the hypotheses are revisited below due to the 
emergence of a three-dimensional model of self-efficacy for teaching RE (SES, SED, 
SEP). In the following section, the original hypotheses are restated.  
Hypothesis 1: Collective efficacy for teaching RE will positively predict self-
efficacy for teaching RE. 
Hypothesis 1.1: Collective efficacy for praxis will positively predict self-
efficacy for sacramentality – supported; 
Hypothesis 1.2: Collective efficacy for praxis will positively predict self-
efficacy for doctrine – not supported.  
Hypothesis 1.3: Collective efficacy for praxis will positively predict self-
efficacy for praxis – not supported. 
 
Hypothesis 2: Teacher implicit theories about student RE ability 
will predict teacher self-efficacy for teaching RE. 
Hypothesis 2.1: Implicit theories about student ability in RE will positively 
predict self-efficacy for sacramentality – supported; 
Hypothesis 2.2: Implicit theories about student ability in RE will positively 
predict self-efficacy for doctrine – not supported. 
Hypothesis 2.3: Implicit theories about student ability in RE will positively 
predict self-efficacy for praxis – supported. 
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Hypothesis 4: Teacher intrinsic spirituality will positively predict 
self-efficacy for teaching RE. 
Hypothesis 4.1: Intrinsic spirituality will positively predict self-efficacy for 
sacramentality – supported; 
Hypothesis 3.2: Intrinsic spirituality will positively predict self-efficacy for 
doctrine – not supported. 
Hypothesis 3.3 Intrinsic spirituality will positively predict self-efficacy for 
praxis – supported. 
6.4 Revised Framework 
The emergence of three dimensions of self-efficacy for teaching RE required the 
production of three explanatory schematics: Figures 14, 15, and 16. The three 
schematics indicate the predictors of the three dimensions of self-efficacy. It must be 
noted that the predictive power of a variable identified using regression analysis does 
not assert a causal relation. Rather, the presence of the input variable (or variables in 
combination) predicts the presence of the outcome variable. The third schematic (Figure 
16), which depicts the input variables for self-efficacy for doctrine, uses red arrows, 
indicating that the regression relationship is negative. In other words, a decrease in the 
input variable predicted an increase in the outcome variable. 
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Figure 14. Revised framework for self-efficacy for sacramentality. 
 
Figure 15. Revised framework for self-efficacy for praxis. 
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Figure 16. Revised framework for self-efficacy for praxis. Red arrow denotes a negative 
relationship. 
6.5 Implications for Theory 
The principal contribution of this study is the development of an empirically 
derived framework for understanding the types of self-efficacy for teaching RE in 
Australian high schools. The implications of this framework are described below. 
6.5.1 Three constructs of self-efficacy.  
SCT is widely accepted as a robust psychological theory with which to examine 
human behaviour and motivation in their environmental contexts (Bandura, 1986, 1989, 
1999; Grusec, 1992; Paletz & Schunn, 2010; Wood & Bandura, 1989). Self-efficacy 
theory, situated within SCT, has been applied to a wide range of human endeavours and 
domains. Various aspects of school teaching have been examined using self-efficacy 
theory (Atta, Ahmad, Ahmed, & Ali, 2012; Bandura, 1997; Block et al., 2013; Caprara 
et al., 2006; Curda & Smith, 2002; Dellinger et al., 2008; Egyed & Short, 2006; Erdem 
& Demirel, 2007; Erford, Duncan, & Savin-Murphy, 2010; Karbasi, 2016; Kiray, 2016; 
Klassen & Chiu, 2010; Klassen & Tze, 2014; Long & Moore, 2008; Pınar, Turhan, 
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Mehmet, & Fikret, 2013; Pisa, 2012; Raudenbush, Rowan, & Cheong, 1992; 
Schumacher, 2009; Sepahmansour & Bayat, 2011; Skaalvik & Skaalvik, 2007; 
Tuchman & Isaacs, 2011; M. Zee & Helma M. Y. Koomen, 2016), however, the self-
efficacy of RE teachers is a new field of study. A review of the extant literature did not 
yield any published work examining the self-efficacy of RE teachers. As was noted 
earlier, self-efficacy is domain specific (Bandura, 1997). The theoretical framework on 
which this study was based posited a single construct for self-efficacy for teaching RE. 
As a result of analysis, three dimensions were identified which better describe the ways 
these RE teachers developed beliefs about their capabilities in the areas of teaching 
sacramentality, doctrine, and praxis. The application of self-efficacy theory to RE 
teaching, concerned as it is with the ‘search for the sacred’, is an important contribution 
because it is a unique contribution to the field of social cognitive theory and describes 
the intersection of self-efficacy and spirituality as motivators. This research also 
establishes self-efficacy for teaching RE as a unique domain of self-efficacy within 
teaching.  
This multidimensional understanding of RE teachers’ beliefs has also given rise 
to three new self-efficacy scales. 
6.5.2 Self-efficacy for sacramentality. 
The application of self-efficacy theory to the work of RE teachers, particularly 
in the domain of teaching sacramentality, is a unique contribution to the field of SCT 
and the psychology of religion. This aspect of RE, which treats those topics of the 
Catholic religion that may be described as numinous and mystical, likely challenges RE 
teachers because the dominant culture of Australian school students is becoming more 
secular and students are increasingly less likely to participate in Catholic formation and 
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worship outside of school (Dixon et al., 2013). It is not surprising that the regression 
analysis revealed that SES is predicted by intrinsic spirituality and an implicit theory of 
RE ability that suggests students can grow and develop in RE with effort and 
instruction. The mean of the raw responses to the SES items was lower than the means 
for the other two domains of self-efficacy for teaching RE, further indicating that, 
generally, teachers in this study indicated they had weaker self-efficacy for teaching 
sacramentality than for teaching doctrine or praxis. This further supports the assertion 
that teachers may find teaching the mystical and numinous aspects of the Catholic 
religion challenging and thus they may require particular preparation and support. The 
other contributing variable, collective efficacy for praxis, indicated the importance of 
the RE team as a collective, supporting the self-efficacy beliefs of the individual 
teachers. The examination of intrinsic spirituality in relation to self-efficacy for teaching 
RE in general is a theoretical contribution. 
6.5.3 Self-efficacy for doctrine. 
Whilst self-efficacy for doctrine (SED) emerged as a variable and a component 
of self-efficacy for teaching RE, the regression resulted in curious negative relationships 
with intrinsic spirituality and implicit theories of student ability in RE. Some categories 
of RE teacher qualifications also suggested a negative relationship. The data suggest 
that these teachers’ beliefs about their capability to teach the doctrines of the Catholic 
Church are complex and may be affected by a range of other environmental variables 
not included in this study. The mean of the SED items was slightly higher than SES, but 
lower than for praxis. Considering that a substantial proportion of teachers in this study 
did not have any qualifications for teaching RE, and that this area of the curriculum is 
filled with historical and theological content to be mastered by students, it is not 
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surprising that the SED construct which is concerned with RE teachers’ beliefs about 
their capabilities in the area of doctrine, is not clearly explained by the data in this 
study.  
6.4.4 Self-efficacy for praxis. 
This variable emerged as a domain of RE teachers’ self-efficacy beliefs related 
to teaching students how to put faith and doctrine into action. It was apparent that 
intrinsic spirituality and implicit theories of student ability in RE once again predicted 
(to a degree) self-efficacy for praxis, indicating the importance of these two variables in 
the formation of RE teachers and their self-efficacy beliefs. The study also revealed that 
female RE teachers were more likely to have stronger self-efficacy for praxis than male 
RE teachers, echoing similar research into the relationships between gender and 
religion, helping, and altruism (Mesch et al., 2002) . Further, the mean of the raw 
responses for the SEP items was higher than for SES and SED, indicating that, 
generally, teachers reported stronger self-efficacy beliefs about teaching praxis than the 
other two domains of self-efficacy for teaching RE. 
6.4.5 Other theoretical contributions. 
The implicit theories teachers hold about their students’ ability in RE, a new 
psychological construct, was found to be an important predictor of the self-efficacy of 
the RE teachers (SES and SEP). Implicit theories have been applied across a range of 
human activities and have been particularly useful in investigating student learning 
(Jonsson et al., 2012; Mascret, Roussel, & Cury, 2015; Rattan et al., 2012; Sarrazin, 
Leroy, Bressoux, Sarrazin, & Trouilloud, 2007). A review of the literature did not yield 
published research in this specific domain of implicit theories. 
Intrinsic spirituality was applied to the work of RE teachers. It was related to 
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self-efficacy for teaching RE in two domains (SES and SEP) and negatively related to 
SED. Further, the qualitative data suggested that some teachers readily made the 
connection between the intrinsic spirituality of RE teachers and their beliefs in their 
capabilities to teach RE. This appears to be the first time the IS scale has been applied to 
a sample of RE teachers, the majority of whom had some level of theological or 
religious training and, likely, a degree of commitment to their Catholic religion. That 
8.4% of the sample were not Catholic suggests that schools and systems should 
seriously consider their approach to the recruitment of Catholic RE teachers with strong 
intrinsic spirituality. This will be addressed in the following sections. 
6.6 Implications for Policy 
It is the policy of each Catholic diocese in Australia that RE teachers in Catholic 
high schools: (a) be Catholic, and (b) hold tertiary qualifications in RE, in order to be 
accredited by the Diocese to teach RE (e.g., http://www.parra.catholic.edu.au/re-
accreditation). This study found that (a) 8.4% of the sample were not Catholic, more 
than half of whom were unqualified and (b) 28.2% of the entire sample held no 
qualifications to teach RE. Whilst the intent of the policy may be sound, this research 
indicates that it has not been implemented with consistency in the schools in this study, 
with likely consequences for the self-efficacy for teaching RE of the non-Catholic and 
untrained teachers and the learning of their students. The number of untrained or non-
Catholic teachers teaching RE may be explained by the general decline in the religious 
adherence of the Australian population (Australian Bureau of Statistics, 2017a) and by 
the distinct challenges, both personal and professional, of teaching RE as described by 
the qualitative data. The employment of non-Catholic and untrained teachers may be 
necessary when schools do not have enough specialist teachers, and this is more likely 
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in regional or remote areas of Australia where teacher supply generally is a concern. 
These teachers, however, are likely not to experience the necessary positive mastery to 
develop strong self-efficacy beliefs for RE. Dioceses should consider a policy whereby 
each school must have a proportion of specialist RE teachers, for whom RE is their 
main or sole teaching area. Further, it may become necessary for diocesan authorities to 
support schools in the recruitment and employment of suitably qualified RE teachers as 
specialists. In doing so, the dioceses and local school leaders could concentrate their 
support and professional learning efforts on a smaller number of appropriately qualified 
RE teachers. If dioceses were to develop specialist RE teams in schools where teachers 
are primarily occupied in the teaching of RE they will be more likely to cooperate and 
coordinate their efforts, which may lead to the development of strong collective efficacy 
for teaching RE. An effectively enforced policy regarding specialist teachers would also 
increase the likelihood of teachers experiencing mastery and witnessing the mastery of 
others, thus enhancing self-efficacy for teaching RE.  
The authoritative purpose of Catholic RE must be made clear to RE teachers. 
The qualitative data suggested a lack of clarity among some of the RE teachers about 
the purposes and aims of religious education in Australian Catholic high schools. Prior 
to the publication of the Religious Education in Australian Catholic Schools – Framing 
Paper (2018b), there was not a nationally recognised, consistent statement from the 
Catholic Church about the work and expectations of RE teachers. The ambiguity of the 
goals of RE, reflected in the qualitative data, has likely had a deleterious effect on 
teachers’ self-efficacy for teaching RE, as goal clarity is important for goal directed 
behaviours and for beliefs about one’s capabilities to achieve goals. In an experimental 
study, Anderson and Stritch (2016) found that when participants had low goal clarity, 
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but were primed to believe that the task was very significant, their performance was 
diminished. Some RE teachers expressed the view that the task of teaching RE was 
profoundly significant, although the specific goals of RE were quite unclear. The goals 
of RE are clearly articulated in the NCEC Religious Education in Australian Catholic 
Schools – Framing Paper (National Catholic Education Commission, 2018b) and are, 
therefore, authorised by the Australian Catholic Bishops’ Conference, the peak Catholic 
Authority in Australia. Dioceses, school principals, and leaders of RE should 
communicate and reinforce the clarification of the aims of RE as a principal element of 
RE policy, so that RE teachers can focus their attention and effort on what is actually 
required of them. By ensuring RE teachers have an explicit understanding of the 
purposes of their work, through professional learning, accreditation, and statements 
from RE leaders, RE teachers’ beliefs about their capabilities likely will be related to 
the actual demands of the role. For example, Bishops and heads of religious education at 
a Diocesan level should take opportunities to clearly articulate the parameters of the 
work of RE teachers defined by the Framing Paper. Pre-service RE teachers should be 
required to engage with the Framing Paper as a core part of their preparation. Current 
RE teachers and RECs should be given the time and resources to evaluate their existing 
practices and objectives in light of the published goals in the Framing Paper. 
6.7 Implications for Practice 
Both the quantitative and qualitative data indicate that RE qualifications do not 
predict self-efficacy for teaching RE. It is reasonable to suggest that training should 
equip teachers in such a way that they more readily achieve mastery, however, these 
data do not support this. The Catholic Church should investigate the effectiveness of 
teacher preparation for teaching as it links to self-efficacy for teaching RE. Catholic 
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universities should adopt a psychologically informed approach to teacher training to 
provide the doctrinal knowledge, strategies for praxis, and Catholic formation for 
sacramentality to maximise the opportunities for RE teachers to experience enhanced 
self-efficacy beliefs in each of the three areas: SES, SED, and SEP. Teacher pre-service 
preparation appears to be an area of significant need, especially in the way it encourages 
the intrinsic spirituality of RE teachers. 
In terms of ongoing professional learning, RECs, Catholic school leadership 
teams, and Catholic education systems in Australia may be able to use these research 
findings to develop structures and programs to enhance the self-efficacy beliefs of RE 
teachers by focusing on strategies that are known to enhance domain-specific positive 
self-efficacy (mastery, vicarious learning, persuasion, and affective states). A 
psychologically informed program of development in self-efficacy and intrinsic 
spirituality, accompanied by the IS and SE scales to measure the effect of any programs, 
could provide enhancements to the self-efficacy of RE teachers in at least two of the 
domains of their practice (SES and SEP). In the experience of this researcher, 
psychologically informed professional learning has not been a feature of programs for 
the development of RE teachers in Australia. In the researcher’s Catholic high school in 
NSW, RE teachers have undertaken development using the results of this research. 
Baseline data were collected from 15 teachers using the three self-efficacy for teaching 
RE scales. Data were subsequently collected using the three scales again and showed a 
statistically significant improvement in self-efficacy beliefs in the three domains. Such 
evidence-based interventions may prove beneficial to self-efficacy for teaching RE of 
teachers in other Catholic high schools. It is a recommendation of this research that all 
Catholic high schools institute a program of professional development and Catholic 
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formation to enhance self-efficacy for teaching RE, and for schools to apply the self-
efficacy for teaching RE scales as a means to measure the impact of interventions for 
self-efficacy for teaching RE over time within RE teams.  
Intrinsic spirituality emerged as a strong predictor of SES and SEP. An 
assessment of the IS of candidates applying for employment as RE teachers and RE 
leaders should be an important consideration for employers. This should become a 
feature of recruitment for RE teachers and form part of an employment policy for 
teachers of RE. It should also be a component of the development of RECs so that they 
can identify professional learning that contributes to the development of IS and may 
lead to enhanced SES and SEP. 
The self-efficacy beliefs of RE teachers in this study have likely been affected 
by the results of the Royal Commission into Institutional Responses to Child Sexual 
Abuse (McPhillips, 2018) because RE teachers may find themselves having to defend 
the authority of the Catholic Church in an era marked by a lack of trust. In this 
environment of distrust, teachers may need to expend more effort, find it more difficult 
to achieve mastery, and may not readily experience the positive psychological arousal 
that helps to form self-efficacy beliefs. This is likely more difficult for the 28.2% of RE 
teachers without qualifications and the 8.4% of RE teachers who are not Catholic. The 
anomalous findings related to self-efficacy for doctrine provide an indication of the 
complexity of teaching Catholic doctrine to adolescents of whom only 5% name school 
as a source of spiritual support and development (Roehlkepartain et al., 2008). Some 
respondents wrote of being “the face of the Church” to their students, thus carrying 
responsibility for expressing and defending the teachings of the Church. The Australian 
Government established that public commentary about teachers generally assumes a 
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deficit (Standing Committee on Employment, 2019), so the challenges of teaching in a 
society were religious adherence is in decline and amidst the reputational damage 
resulting from the Royal Commission into Institutional Responses to Child Sexual 
Abuse will likely compound the potential challenges for teachers of RE, thus potentially 
impacting on their self-efficacy. Catholic leaders, principals, and RECs should support 
RE teachers in this challenging environment by providing psychological assistance 
when necessary and by supporting and affirming the work of RE teachers in public 
discourse. 
6.8 Implications for Future Research 
Based on the implications for practice, above, future academic work in this field 
could take the form of interventional research, with the aims of improving self-efficacy 
of RE teachers, and the collective efficacy of RE teams. 
6.8.1 Replicate the study with a new sample. 
The revised theoretical framework could be studied with a new, larger sample. A 
larger sample could also allow for structural equation modelling, which could provide 
more detailed insights. It also is recommended that this research be conducted with 
Australian Catholic primary school teachers, who are usually responsible for delivering 
the core curriculum to their students, including RE, so as to assess the generalisability of 
the revised theoretical framework. Further, the study could be replicated in other 
countries where Catholic RE (or its equivalent) is taught by trained Catholic teachers in 
an ‘enfaithing’ model. 
6.8.2 Investigate the antecedents of IS. 
While IS has been established as a robust psychological construct (Hafizi, 
Koenig, & Khalifa, 2015; Hodge, 2003, 2012; Hodge, Zidan, & Husain, 2015; 
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Schofield, Baker, Staples, & Sheffield, 2016), more research is needed to describe the 
antecedents, and inputs, of the IS of RE teachers. Broadly, the developmental theories 
that inform psychology of religion describe how religious/spiritual identity may be 
formed over time (e.g., Fowler, 1981; Fowler, 2000). However, there is not yet an 
empirical model for how intrinsic spirituality might be developed in people working in a 
role that requires them to be “witnesses to a living faith that invites students to 
discipleship and mission” (National Catholic Education Commission, 2018b, p. 15). Not 
only would this be an important support for Catholic dioceses in forming and training 
RE teachers, it would also be a contribution to the psychology of religion as it applies to 
vocations and ministries. The results of such research may also be applied to the process 
of recruiting and selecting RE teachers.  
6.9 Summary 
This chapter has reported limitations of the research, summarised the results of 
the research in terms of the hypotheses, and presented a revised theoretical framework 
for each of the three dimensions of self-efficacy for teaching RE. The implications of 
this research, in terms of theory and the work of practitioners were discussed. Finally, 
suggestions for future investigation related to the self-efficacy of RE teachers were 
presented. It is hoped that the present research will illustrate the need for a deeper 
understanding of and support for the development of RE teachers as they carry out work 
that is essential to the mission of the Catholic Church in Australia. 
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APPROVAL LETTER 
In reply please quote: HE15/320 
 
20 August 2015 
 
Mr Greg Elliott 
 
Dear Mr Elliott 
Thank you for your response dated 15 August 2015 to the HREC review of the application 
detailed below. I am pleased to advise that the application has been approved. 
For future reference, please note that responses to the Committee’s review comments should 
be addressed individually in a separate document rather than amending the original ethics 
application. In addition, any revised documents should be submitted with changes tracked to 
allow the Committee to locate changes easily. 
 
Ethics Number: HE15/320 
Project Title: A Social Cognitive Investigation of Teaching Religious Education in 
Australian Catholic High School 
Researchers: Mr Greg Elliott, Honorary Professor John McCormick, A/Prof 
Narottam Bhindi 
Documents Approved:  
1. Revised Ethics Application 
2. Participant Information Sheet for Religious Education 
coordinators V2 – 15/8/15 
3. Participant Information Sheet for Catholic High School 
Teachers of Religious Education V2 – 15/8/15 
4. REC Questionnaire V2 – 15/8/15 
5. RE Teacher Questionnaire V4 – 15/8/15 
6. Telephone Interview Verbal Consent request V2 – 15/8/15 
7. Approval Letter from Catholic Education Diocese of 
Wollongong is noted 
8. Email to School Principal 
Approval Date: 20 August 2015 
Expiry Date: 19 August 2016 
 
The University of Wollongong/Illawarra Shoalhaven Local Health District Social Sciences HREC 
is constituted and functions in accordance with the NHMRC National Statement on Ethical 
Conduct in Human Research. The HREC has reviewed the research proposal for compliance 
with the National Statement and approval of this project is conditional upon your continuing 
compliance with this document. 
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Approval by the HREC is for a twelve month period. Further extension will be considered on 
receipt of a progress report prior to expiry date.  Continuing approval requires: 
 The submission of a progress report annually and on completion of your project. The 
progress report template is available at 
http://www.uow.edu.au/research/ethics/human/index.html. This report must be 
completed, signed by the researchers and the appropriate Head of Unit, and returned to 
the Research Services Office prior to the expiry date. 
 Approval by the HREC of any proposed changes to the protocol including changes to 
investigators involved 
 Immediate report of serious or unexpected adverse effects on participants  
 Immediate report of unforeseen events that might affect continued ethical acceptability of 
the project. 
If you have any queries regarding the HREC review process, please contact the Ethics Unit on 
phone 4221 3386 or email rso-ethics@uow.edu.au. 
 
Yours sincerely 
Associate Professor Melanie Randle 
Chair, UOW Social Sciences  
Human Research Ethics Committee 
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UNIVERSITY OF WOLLONGONG 
HUMAN RESEARCH ETHICS COMMITTEE 
PROGRESS / FINAL REPORT 
 
 
 
HREC Approval No:  HE15/320 
 
Expiry Date: 19 August 2016 
 
Project Title:  A Social Cognitive Investigation of Teaching Religious Education in Australian 
Catholic High Schools 
 
 
Chief Investigator: Greg Elliott 
 
 
General Notes and Conditions 
 
The National Statement on Ethical Conduct in Research Involving Humans requires institutions to 
monitor research projects involving human participants to ensure that they are conducted ethically 
and in compliance with the HREC approval for that project, including any conditions placed on that 
approval.   
 
For the most part, the monitoring requirement will be satisfied by the chief investigator: 
o notifying the HREC immediately of any serious or unexpected adverse effects on participants; 
o  notifying the HREC of any proposed changes to the protocol or procedures to be used in the 
research; 
o  notifying the HREC of unforeseen events that might affect continued ethical acceptability of 
the project; 
o providing the HREC with an annual report on the project; and 
o  providing the HREC with a report at the completion of the project. 
 
In special circumstances, the HREC may ask for more frequent reports and may require additional 
monitoring if it considers this necessary to ensure that the project continues to conform to ethical 
standards. While the principal objective of monitoring is to ensure that the rights and interests of 
human participants are not jeopardised, it is also concerned to foster responsible research.  
 
This form is to be used for: 
o Reports of serious or unexpected adverse effects on participants;  
o Reports of proposed changes to protocols/projects; 
o Reports of unforeseen events that might affect ethical acceptability of projects; 
o Annual reports on approved research project; 
o Request for renewal of approval; and  
o Final reports on projects at the completion of research 
 
Please complete this report, referring back where necessary to your application for ethics clearance, 
which is the approved protocol, and any special conditions imposed by the HREC. If there is 
insufficient space to answer any question, please attach a separate sheet. If a question does not apply 
to your research, please write "N/A" or "not applicable" in the space provided. 
 
Please return your completed report within 14 days to the Human Research Ethics Officer, 
Research Office, University of Wollongong, Wollongong NSW 2522 (Ph: 4221 4457; Fax: 4221 
4338).   
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TO BE COMPLETED FOR ALL RESEARCH PROJECTS INVOLVING HUMAN 
PARTICIPANTS.  
 
 Please tick where appropriate. 
 
1.  Purpose of this report (tick as many as are appropriate): 
 Report of serious or unexpected adverse effects on participants 
 Report of proposed changes to the protocol/project 
 Report of unforeseen events that might affect ethical acceptability of the project 
 Annual report on approved research project 
 Request for renewal of approval 
 Final report on project 
 
 
2. Status of Research Project  
 
 Completed (date)__________________ 
 
 In progress.  Anticipated completion date of Research Project_______________________ 
 
 Renewal of approval requested until (date) 19 August 2017 
 
 Commenced but abandoned on (date) __________________________ 
 (please give below brief reasons why the project was abandoned, then sign and return this 
report.) 
 
 
 
 
___________________________________________________ 
 
3.  Report on ethical aspects of project to date (or outcome in the case of completed 
research). Please detail method of contact with participants, number of participants involved, 
and the nature of their involvement in the research. Please comment on whether the research 
has complied with the approved protocol and any conditions of that approval from the HREC. 
 
 The research complied with all of the requirements and protocols set out in HE15/320 
 18 Catholic dioceses were approached to seek permission to conduct research 
 17 Catholic dioceses consented 
 All Dioceses imposed a range of conditions which were in alignment with the conditions of 
HE15/320 
 96 schools were approached. 46 agreed to participate 
 347 teachers began the online survey instrument.  309 consented and entered data into the 
survey.  38 declined to give their consent and did not proceed with the online survey. 
 57 teachers offered their contact details to be involved in the follow up interview 
 No teachers have yet been invited to participate in the follow up interview 
 The collection of quantitative data is complete, and the online survey has been deactivated 
 
331
4. In the conduct of this project, have there been any variations to the approved 
protocol/project in respect of: 
 
 * Investigators?             No 
 
 * Duration of Project (e.g. 1 year, 3 years)  ?     No 
 
 * Research procedures (e.g. study design, sample size, source & method of  
  recruitment, information & consent forms) ?     No 
 
 * Participant care & feedback ?       No 
 
 
 If you have answered YES to any part of this question: 
 
 * Has the HREC been previously notified     NA 
  of this event? 
 
∑  Please provide brief details of the reasons for variations and how you will accommodate any 
problems they may pose for your research. 
 
∑  For Multicentre research, please provide a list of the Protocol Amendment numbers relevant 
to the research and a summary of the amendments for the year to date. 
 
 
 
 
 
 
 
_________________________________________________________________ 
 
5.  Are any variations to the approved protocol/project proposed? If so, please detail below, 
noting that they must be approved by the HREC (attach an extra sheet if needed).  
 
No variations 
 
 
 
 
 
 
 
__________________________________________________________________________ 
 
6. Since your project commenced, how many participants have "dropped out"/withdrawn 
their consent?  
   
38 teachers accessed the online survey but declined to give their consent to participation. 
 
 Briefly list the reasons (if known) for participants dropping out/withdrawing from the project. 
Unknown. 
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7. To the best of your knowledge, have any participants encountered adverse effects while 
participating in your research project? (e.g. side-effects of drugs or procedures, or other 
phenomena)  
 
             No 
 
 If YES:  Number of participants involved  _____________________ 
 
 Briefly list adverse effects (attach and extra page if necessary). 
 
 For Multicentre research, please attach a list and summary of Serious Adverse Event 
reports 
  (for Australia only) relevant to this research for the year to date.  
  
 
 Were all these effects anticipated in the Consent documents?  Yes  No 
 Have these adverse effects been previously reported    Yes  No 
 to the HREC? 
 What other action has been taken in response to these adverse effects?  
  
 
__________________________________________________________________________ 
 
8.  Have there been any other unforeseen incidents or complaints about the research that 
might affect the continued ethical acceptability of the project?  (e.g. reactions to 
questionnaires or psychological tests)  
 
             No 
 
 If YES:  Number of participants involved  _____________________ 
 
 Briefly list the incidents or complaints.  
 
 
 
 
 Have these events been previously reported to the HREC?    NA 
 
 What other action has been taken in response to these incidents or complaints?  
 
 
 
  
__________________________________________________________________________ 
9.  Please comment on the methods used to store research data and any other personal 
information associated with this research  
 
All data is anonymized and is encrypted and stored on the lead researcher’s computer until the 
completion of the study.  Encrypted backups are also stored separately by the lead researcher. 
 
 
 Have you encountered any problems associated with security and storage of data? 
 (All primary data must be retained for a period of at least five years to conform with the 
 University’s Code of Practice- Research.)     No 
 If YES, give details 
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 10. Is your research project a CTN* or CTX* drug trial?     No 
 *CTN = Clinical Trial Notification:  CTX = Clinical Trial Exemption 
 
 If YES:  
   
 Have unused supplies of the trial drug been collected form participants?  
 
    Yes  No  Not applicable 
 
  
 
 Please attach one copy of the current information and consent package for this trial. 
 
__________________________________________________________________ 
 
COMMENTS:  Comments from you on ethical aspects relating to your research are very welcome. 
 
 
 
 
 
 
 
 
___________________________________________________________________________ 
 
DECLARATION: 
 
I certify that the information provided by me in this Progress Report is an accurate account of the 
conduct of the above research project for which I am responsible and a copy of the Consent Form and 
Information Sheet used for this project is attached. 
 
Signed (Chief Investigator)  
  
Date: 23 August 2016 
 
If Student is Chief Investigator, then Supervisor’s signature is also required.  
 
Supervisor: (Name- Please Print) Dr John McCormick 
 
Unit/ Faculty: Education 
 
Date  24 August 2016 
 
ALL REPORTS MUST BE SIGNED BY THE HEAD OF DEPARTMENT/UNIT  
(This person must not be a member of the research team). 
 
Position_______________________________   
 
Name_________________________________ 
 
Signature______________________________   
 
Date_______________________________ 
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5 November 2015 
 
Greg Elliott 
 
Dear Greg 
 
A Social Cognitive Investigation into Teaching RE in Australian Catholic High Schools 
 
I am pleased to advise that, in relation to schools in the Diocese of Sandhurst, your research 
proposal is approved subject to the following standard conditions: 
 
1. The decision as to whether or not research can proceed in a school rests with the 
Principal of that school. You will therefore need to obtain approval directly from the 
Principal of each school that you wish to involve. 
2. You should provide each Principal with an outline of your research proposal and indicate 
what will be asked of the school.  A copy of this letter of approval and a copy of the 
notification of approval from the relevant Ethics Committee should also be included.   
3. No student is to participate in research study unless s/he is willing to do so and informed 
consent is given by a parent/guardian. 
4. You should provide a list of schools which have agreed to participate in the research 
project to the Professional Development section of this Office. 
5. Any substantive modifications to the research proposal, or additional research using the 
data collected, will require a further research proposal approval submission to this Office. 
6. Data relating to individuals or schools is to remain confidential. 
7. Since participating schools have an interest in the research findings, you should discuss 
with each Principal ways in which the results of the study could be made available for the 
benefit of the school community. 
8. At the conclusion of the study a copy of the research findings should be forwarded to  
Catholic Education Office, Sandhurst 
Attn: Assistant to the Director: Governance, Research & Communication 
(Note:  should the research be carried out over more than one year, a progress report is required 
each December) 
I wish you well with your research study.  If you have any queries concerning this matter, please 
contact Rosemary Rasmussen (Tel: 5443 2377) of this Office. 
 
Yours sincerely 
 
Philip Bretherton 
Assistant to the Director: Governance, Research & Communication 
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Greg Elliott   
School of Education 
Building 23.G21 
University of Wollongong 
Northfields Avenue 
Wollongong NSW 2522. 
T: 0412 291 106 |  
E: gje63@uowmail.edu.au; johnmcc@uow.edu.au; Narottam_bhindi@uow.edu.au   
2nd November, 2015 
 
Dear Greg, 
Thank you for your Application to Conduct Research entitled: A Social Cognitive 
Investigation into Teaching Religious Education in Australian Catholic High Schools, with 
schools under the auspices of Catholic Education, Diocese of Parramatta (CEDP).  
The research has been approved. 
This letter approves you and/or your research team to approach the principals of the schools 
named in your application: 
• Cerdon College, Merrylands 
• Xavier College, Llandilo 
• St Patrick’s College, Dundas 
• Marian College, Kenthurst. 
Please note the following points in relation to the research request: 
• This approval letter must accompany any approach by your team to a school principal 
• It is the school principal who will provide final permission for research to be carried 
out in the school 
• Confidentiality needs to be observed in reporting and must comply with the 
requirements of the Commonwealth Privacy Amendment (Private Sector) Act 2000. 
• Feedback should be provided to schools and a copy of the findings of the research 
forwarded to the email address shown below. 
I look forward to the results of this study and wish you the best over the coming months. If 
you would like to discuss any aspect of this research in our diocese, please do not hesitate to 
contact me on 02 9407 7070 or pbarrett@parra.catholic.edu.au.   
 
Yours sincerely, 
Mr Patrick Barrett  
Manager of Programs (Special Purpose) 
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  GE15/0009 Project #2148 Elliott 
 
 
Date: 23 November 2015  
 
 
Mr Greg Elliott  
 
Dear Mr Elliott  
 
 
I am writing with regard to your research application received on 22/09/2015 concerning 
your forthcoming project titled, A Social Cognitive Investigation into Teaching Religious 
Education in Australian Catholic High Schools. You have asked approval to approach 
Catholic schools in the Archdiocese of Melbourne, as you wish to involve teachers. 
 
I am pleased to advise that your research proposal is approved in principle subject to the 
eight standard conditions outlined below.   
 
1. The decision as to whether or not research can proceed in a school rests with the 
school's principal, so you will need to obtain approval directly from the principal of the 
school that you wish to involve. You should provide the principal with an outline of your 
research proposal and indicate what will be asked of the school. A copy of this letter of 
approval, and a copy of notification of approval from the organisation’s/university's 
Ethics Committee, should also be provided.  
 
2. A copy of the approval notification from your institution’s Ethics Committee must be 
forwarded to this Office, together with any modifications to your research protocol 
requested by the Committee. You may not start any research in Catholic Schools until 
this step has been completed. 
 
3. A Working with Children (WWC) check – or registration with the Victorian Institute of 
Teaching (VIT) – is necessary for all researchers visiting schools. Appropriate 
documentation must be shown to the principal before starting the research in the 
school.   
 
4. No student is to participate in the research study unless s/he is willing to do so and 
informed consent is given in writing by a parent/guardian. 
 
5. Any substantial modifications to the research proposal, or additional research involving 
use of the data collected, will require a further research approval submission to this 
Office. 
 
6. Data relating to individuals or the school are to remain confidential.   
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7. Since participating schools have an interest in research findings, you should consider 
ways in which the results of the study could be made available for the benefit of the 
school community.  
 
8. At the conclusion of the study, a copy or summary of the research findings should be 
forwarded to Catholic Education Melbourne. It would be appreciated if you could submit 
your report in an electronic format using the email address provided below. 
 
 
I wish you well with your research study. If you have any queries concerning this matter, 
please contact Ms Shani Prendergast at apr@ceomelb.catholic.edu.au. 
 
 
Yours sincerely 
 
 
 
 
 
 
 
 
 
Mr Jim Miles 
DIRECTOR ENTERPRISE SERVICES  
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7 October 2015 
 
Greg Elliott 
School of Education 
University of Wollongong 
 
 
Dear Mr Elliott, 
 
Re: Research Project Application: A Social Cognitive Investigation into 
Teaching Religious Education in Australian Catholic High Schools. 
 
Thank you for your completed Research Application Form requesting permission 
to conduct the above research in our schools. 
 
I am pleased to advise that permission is granted to conduct your research in the 
following schools in the Diocese of Broken Bay: 
 
St Peter’s Catholic College, Tuggerah 
St Leo’s Catholic College, Wahroonga 
 
However, kindly note that participation is entirely at the discretion of each school 
principal.   
 
I would appreciate your forwarding the findings of your research once completed 
so that the Broken Bay system, as well as the participating schools, can benefit 
from this research. 
 
I wish you well in this project. 
 
Sincerely, 
 
 
Dr Tony Bracken 
Assistant Director 
School Improvement 
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A11.096 id:cf ref:191 
4 November 2015 
Mr Greg Elliott 
c/- University of Wollongong 
School of Education Faculty of Social Science 
Building 67 333 Northfields Ave 
Wollongong  NSW  2522 
 
Email gje63@uowmail.edu.au 
 
Dear Mr Elliott 
 
The Brisbane Catholic Education Research Committee has met and 
considered your application to conduct the research, titled “A Social Cognitive 
Investigation into Teaching Religious Education in Australian Catholic High 
Schools.”  Approval was granted by the committee for this research to be 
conducted. 
You will need to provide the principals of the schools that you have nominated 
a copy of this approval letter as evidence that your research request has been 
approved. 
 
Please note that participation in your project is at the discretion of the 
principal. Should the schools you have nominated not wish to participate, 
please advise this office the names of any replacement schools that you wish 
to approach before contacting them. 
 
It is a requirement of all researchers to provide a full report to Brisbane 
Catholic Education when finalised. Reference number 191 has been allocated 
to your project please quote this when making contact with this office. 
 
If you have any further queries, please contact me on 3033 7546. 
 
Best wishes for the successful completion of your research project. 
 
Yours sincerely 
 
 
Ian Davis 
Special Project Officer 
Catholic Education 
Archdiocese of Brisbane 
 
Copy Professsor John McCormick - johnmcc@uow.edu.au 
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28 September 2015 
Mr Greg Elliott 
Dear Greg, 
Catholic Education Office 
DIOCESE OF BATHURST 
Thank you for your application to conduct research within the Diocese of Bathurst. I understand you would 
like to contact schools within the Diocese of Bathurst in order to conduct the study titled "A Social 
Cognitive Investigation into Teaching Religious Education in Australian Catholic High Schools". Approval is 
hereby given for you to conduct this study. 
The schools nominated for the study include MacKillop College Bathurst, St Johns College Dubbo, and St 
Matthews Catholic School Mudgee, within the Diocese of Bathurst. 
Since we have already received the signed necessary forms we will notify the schools and advise the 
Principals of our preliminary approval. You now have permission to approach the Principals of the schools. 
As you no doubt appreciate, it is the prerogative of any Principal whom you might approach to decline 
your invitation to be involved in this study or to withdraw from involvement at any time. 
The privacy of the school and that of any school personnel or students involved in your study must, of 
course, be preserved at all times and comply with requirements under the Commonwealth Privacy 
Amendment (Private Sector) Act 2000. 
It is a condition of approval that when your research has been completed you will forward a summary 
report of the findings and/or recommendations to this office as soon as practicable after results are to 
hand. 
Please do not hesitate to contact me at this office if there is any further information you require . I wish 
you well in this undertaking and look forward to learning about your findings. 
Yours sincerely, 
Mrs Jenny Allen 
Executive Director of Schools 
Gilmour Street Kelso NSW 2795 I PO Box 308 Bathurst NSW 2795 I T: 02 6338 3000 I F: 02 6338 3001 
138 Sheraton Road Dubbo NSW 2830 I PO Box 4208 Dubbo NSW 2830 IT: 02 6882 7355 1 F: 6882 9337 
Email : ceo@bth.catholic.edu.au 1 ABN: 73 470 086 9521 www.bth.catholic.edu .au 
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6 October 20 1 5 
Mr Gregory Elliot 
CATHOLIC EDUCATION 
Archdiocese of Canberra & Goulburn 
Record No: 
Container No: 
Dear Mr Elliott 
R297600 
2014/60 
I am writing in response to your request to undertake research titled A Social Cognitive 
Investigation into Teaching Religious Education in Australian Catholic High Schools. 
Your request has been approved subject to the following: 
l . The Principal gives final permission for research to be carried out in his/her school. 
This letter of approval should accompany any approach to schools or teachers. 
2. If the schools are located in the ACT and the research is qualitative in nature, 
meaning that contact, however minimal, with a student will occur even if just to visit 
a classroom, the researcher must apply for and satisfactorily receive a Working With 
Vulnerable People Background Check prior to conducting the research. The 
background check required is the one for volunteers which means that there is no 
cost to the researcher to obtain this check. Please visit the ACT Office of Regulatory 
Services' website on http://www.ors.act.gov.au/ and click the 'forms' button and the 
Working With Vulnerable People, Volunteers link to access the registration process 
for the background check. 
3. For research conducted in New South Wales Schools, please go to the NSW 
'Working With Children Check ' website at https://check.kids.nsw.gov.au and complete 
in the volunteer declaration. This task will be required by all researchers in f'-JSW 
regardless of the nature of the research. Applications are free and are submitted 
eiectronica:ly. 
4. Mrs Williams is to be contacted immediately should your research differ in any way 
from that proposed. 
5. Confidentiality of findings and anonymity of students is adhered to. The research 
must comply with the requirements of the Commonwealth Privacy Amendment 
(Private Sector) Act 2000. 
6. That upon completion of your research a copy of your report is forwarded to me. 
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Mrs William's contact details are: 
Telephone: 
Fax: 
Email: 
(02) 6234 5408 
(02) 6234 5496 
maree .williams@cg .catholic.edu .au 
Yours sincerely 
o1ra 
D rector 
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15 October 2015 
Mr Gregory Elliott 
Dear Gregory 
Re: Research in Catholic Schools in the Diocese of Sale 
Thank you for your emailed application dated 22 September 2015 in which you have 
requested permission to conduct a research project entitled A Social Cognitive Investigation 
into Teaching Religious Education in Australian Catholic High Schools involving Catholic 
secondary schools from the Diocese of Sale. 
I am happy for you to approach these schools in this diocese. It is important that you 
understand that the final permission for you to undertake this work rests with the Principal. 
This in principle approval is subject to the attached Research in Catholic Schools- Standard 
Conditions. In particular, please note items 3 and 4 which state that participation in the 
surv~y must be sought from participants on an 'opt in' basis. Further, it is a requirement for 
researchers working on a one-to-one basis with children in schools, to present a current 
Working With Children Check (item 4) to the school principal. 
Should you require further information please contact Marg Shiels at this Office, email 
mshiels@ceosale.catholic.edu.au or phone 5622 6648. 
With best wishes 
Yours sincerely 
Maria Kirkwood 
DIRECTOR OF CATHOLIC EDUCATION 
DICOESE OF SALE 
Paitli ... Learning ... qrowtli 
6 Witton Street Warragul VIC 3820 - PO Box 322 Warragul 3820 - Phone: (03) 5622 6600- Fax: (03) 5623 4258 - Email: director@ceosale.cathollc edu au 
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Diocese of Wagga Wagga 
Catholic Schools Office ~ WAGGAWAGGA 
PO Box 1012 (205 Torcutto St) 2650 1 Telephone: (02)69'37 0000 1 Fox: (02) 6921 2986 I Email: cso office aww catholic .edu.ou 
19 October 2015 
Gregory Elliott 
Dear Gregory 
Thank you for your application to conduct research in the Diocese of Wagga Wagga. 
note you wish to invite both St Francis De Sales Regional College and Marian Catholic 
College to participate in your research proposal titled "A Social Cognitive Investigation 
into Teaching Religious Education in Australian Catholic High Schools ." 
Standard practice in the Catholic Schools Office, Wagga Wagga regarding research in 
schools is that as Director of Schools, I leave it to the principals of each of the schools 
nominated as to the participation of the schools themselves. 
I look forward to reading the outcomes of the research and wish you all the best with the 
project. 
Yours sincerely 
Director of Schools 
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XX XXXXXX XXXXXXX 
Principal 
XXXXXXXXXX 
XXXXXXXXXX 
XXXXXXXXXX 
 
SURVEY OF YOUR TEACHERS OF RELIGIOUS EDUCATION 
 
Dear XXXXXXXXXXX, 
 
I am writing to ask your approval for some important research to be conducted with your teachers 
of Religious Education.  I am part of a research team studying the self-efficacy of RE teachers in 
Catholic High Schools through the University of Wollongong as part of a PhD. The Church places 
great importance on the role of the Catholic school in supporting parents in educating their 
children in faith. As such, the work and capacity of RE teachers is critical to this aspect of the 
apostolic mission of our Catholic schools. 
 
This research has already been approved by all of the Catholic Dioceses sampled in the study. 
 
The research will involve your RE teachers completing an anonymous, online questionnaire about 
their beliefs about their capacity to teach RE, about their RE team and about their spirituality. The 
survey should take no more than 30 minutes to complete, and there is only one free response 
question.  Teachers will also be invited to participate in a phone interview, however, this is 
voluntary. 
 
If you consent to us proceeding with the research in your school please pass the second page of 
this letter on to your Religious Education Coordinator (or leader of the RE team).  Could you 
please ask the leader of your RE Team to complete the school profile and distribute the survey link 
to the RE team by February 12 2016? 
 
Participation in this research is entirely voluntary, and you, or your teachers can withdraw your 
participation at any time without penalty. 
 
This study has been reviewed by the Human Research Ethics Committee (Social Science, 
Humanities and Behavioural Science) of the University of Wollongong. If you have any concerns or 
complaints regarding the way this research has been conducted, you can contact the UoW Ethics 
Officer on (02) 4221 3386 or email rso-ethics@uow.edu.au. 
 
Thank you for considering participating in this important project.  A digital version of this letter has 
been emailed to enquiries@loretotoorak.vic.edu.au. 
 
Yours sincerely, 
 
Greg Elliott 
Doctoral Student 
Mb  
gje63@uowmail.edu.au 
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SURVEY OF TEACHERS OF RELIGIOUS EDUCATION AT XXXXXXXXXXXXXX 
 
Research conducted by Greg Elliott (gje63@uowmail.edu.au). Phone: 0412 291 106 
Supervised by Prof John McCormick (johnmcc@uow.edu.au) 
School of Education. Faculty of Social Sciences. University of Wollongong 
 
Dear Religious Education Coordinator, 
 
You have received this information sheet as the leader of the RE team at your school because your 
principal has given approval for your RE Team to be involved in this research.  The researchers are 
asking you to help facilitate the research project with your RE team.  This research focuses on how 
teachers in your team approach their work, and comes from an understanding of how important 
that work is to your students and to the Catholic Church.  Thank you for your interest in this 
research.   
 
WHAT IS BEING ASKED OF YOU: You are also asked to complete a brief online REC Questionnaire 
about your team and your school. The REC Questionnaire should take no more than 5 minutes.   
 
RE Leader Questionnaire:  https://www.surveymonkey.com/r/Team-Leader-RE  
 
You are also being asked to forward the link to the RE Teacher Questionnaire (below) to all the 
members of your Religious Education team at your school, and to remind them of the timeframe 
for completion of the online questionnaire. The data that is collected in the RE Teacher 
Questionnaire will be anonymous and securely stored.  The RE Teacher Questionnaire should take 
no more than 30 minutes to complete.  Please provide a copy of the information sheet (over the 
page) to each RE teacher. 
 
RE Teacher Questionnaire:  https://www.surveymonkey.com/r/Teacher-RE  
 
Please complete the RE Leader Questionnaire by 12 February, 2016 and ask teachers to complete 
the RE Teacher Questionnaire by 4 March, 2016. 
 
BENEFITS: Although you may not experience any immediate benefits from participating in this 
research, the results will be useful as we seek to continually improve the preparation and support 
of religious education teachers in Catholic schools. 
 
CONFIDENTIALITY: When you follow the link to the REC Questionnaire, all of your responses will 
be confidential. This REC Questionnaire is about the demographic details of your school and the 
RE teachers who teach high school RE. This demographic questionnaire is not anonymous, as you 
will be identifying yourself and identifying your school. However, the information in this 
demographic survey is not sensitive and does not relate to the quality of your work.  Your school 
and team details will not be identified in any published work. 
 
ETHICS REVIEW AND COMPLAINTS This study has been reviewed by the Human Research Ethics 
Committee (Social Science, Humanities and Behavioural Science) of the University of Wollongong. 
If you have any concerns or complaints regarding the way this research has been conducted, you 
can contact the UoW Ethics Officer on (02) 4221 3386 or email rso-ethics@uow.edu.au. 
 
Thank you. 
 
Greg Elliott 
Lead Researcher 
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Participation Sheet for Catholic high school teachers of RE 
V3 01-10-2015 
A social cognitive investigation into teaching Religious Education in 
Australian Catholic High Schools 
 
Research conducted by Greg Elliott (gje63@uowmail.edu.au) 
Supervised by Prof John McCormick (johnmcc@uow.edu.au) 
School of Education. Faculty of Social Sciences. University of Wollongong 
Dear Participant, 
You have been given this information sheet by your Religious Education Coordinator because you are 
a member of the RE team at your school.  This research focuses on how you approach your work and 
comes from an understanding of how important that work is to your students and to the Catholic 
Church. This research is part of a PhD degree.  Thank you for your interest in this research. 
AIM: Religious Education (RE) is the reason for the existence of Catholic schools in Australia. This 
research seeks to examine the work of Catholic high school teachers who are teaching RE.  
WHAT IS BEING ASKED OF YOU: You are invited to participate in an online questionnaire about 
teaching religious education. The questionnaire should take no more than 30 minutes.  
Example questionnaire items: 
Rate your confidence (0% to 100%) that you can do this: 
“In my Religion class I can bring my students to a deeper personal relationship with Christ.” 
“In my Religion class I can teach students to pray” 
Rate the degree to which you agree with this statement: 
“Students have a certain amount of faith, and you really can’t do much to change it.” 
Rate your agreement with this statement: 
“When I am faced with an important decision, my spirituality is always the overriding consideration.” 
At the conclusion of the questionnaire, you will be invited to participate in a follow-up telephone 
interview which should take no more than 20 minutes.  This telephone interview will be recorded for 
the purposes of preparing a written transcript.  It will then be deleted.  The written transcript will not 
include any identifying information about you and will be securely stored for five years by the 
University of Wollongong and then destroyed. 
BENEFITS: Although you may not experience any immediate benefits from participating in this 
research, the results will be useful as we seek to continually improve the preparation and support of 
religious education teachers in Catholic schools. 
CONFIDENTIALITY AND ANONYMITY: When you follow the link to the questionnaire that your REC 
will email to you, all of your responses will be anonymous and we will not ask for your name, only the 
school at which you teach. If you would like to be involved in the follow up telephone interview, we 
will then ask for your email address so we can contact you. 
Your consent to participate in the RE Teacher Questionnaire is tacit, in that we will not collect your 
name. This means, however, that your data cannot be removed from the research after the 
questionnaire has been completed because your data will not be identified as yours. The data will be 
stored for five years by the University of Wollongong, and then destroyed. 
ETHICS REVIEW AND COMPLAINTS: This study has been reviewed by the Human Research Ethics 
Committee (Social Science, Humanities and Behavioural Science) of the University of Wollongong. If 
you have any concerns or complaints regarding the way this research has been conducted, you can 
contact the UoW Ethics Officer on (02) 4221 3386 or email rso-ethics@uow.edu.au 
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Research conducted by Greg Elliott (gje63@uowmail.edu.au)
Supervised by Prof John McCormick (johnmcc@uow.edu.au)
School of Education. Faculty of Social Sciences. University of Wollongong
Please read the acknowledgement below:
You should previously have been given information about this research conducted by Greg
Elliott which is part of a Doctor of Philosophy degree supervised by Professor John McCormick,
in the School of Education in the Faculty of Social Sciences at the University of Wollongong.
In the research information given to you, you have been advised of the potential burdens
associated with this research, namely the time it will take you to complete (less than 30
minutes).
In this survey. the term Religious Education means the formal curriculum related to Catholic
studies in a Catholic High School. In some Dioceses, Religious Education is called Religious
Studies, Studies of Religion or Catholic Studies.
You understand that results will be anonymous, and only the school at which you teach will be
identified. The reason we identify your RE team will be to enable the researchers to analyse the
data from your team.
You understand that your participation in this research is voluntary, you are free to refuse to
participate and you are free to withdraw from the research at any time. Your refusal to participate
or your withdrawal of consent will not affect your treatment in any way or affect your
relationship with your school or your relationship with the University of Wollongong.  Because
you do not enter your name in this questionnaire, your consent is tacit. This means that we
cannot remove your data after it is submitted, because your data will not be identified as yours.
If you have any enquiries about the research, you can contact Greg Elliott or John McCormick via
the email addresses above, or if you have any concerns or complaints regarding the way the
research is or has been conducted, you can contact the Ethics Officer, Human Research Ethics
Committee, Office of Research, University of Wollongong on 0242 21 3386 or email rso-
ethics@uow.edu.au.
By ticking the option below, you are indicating your consent to the data you enter in this online
form being used in the research project. You understand that the data collected from your
participation will be used in a PhD Thesis and other academic publications.
A social cognitive investigation of teaching Religious
Education
RE Teacher Questionnaire    V4 15-08-2015
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If you have read this statement and consent to your participation, please click below to continue.
I give my consent to participate in this research
I do not wish to participate in this research
2
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A social cognitive investigation of teaching Religious
Education
RE Teacher Questionnaire    V4 15-08-2015
Please write your school's name.
Please write your school's suburb.
Please select your school's Diocese from the drop down list below.
What is your gender?
Female
Male
Are you Catholic?
Yes
No
How many years have you been teaching Religious Education?
How many years have you been teaching Religious Education in this school?
3
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What is your highest level of RE or Religion Studies or Theology qualifications?
None
Certificate of Religious Education or Religious Studies
Bachelors Degree Minor in RE or Theology
Bachelors Degree Major in RE or Theology
Graduate Diploma in RE or Theology
Masters Degree in RE or Theology
PhD or Doctor of Theology or Doctor of Education in RE or Theology
Are you accredited by your diocese to teach Religious Education?
Yes
No
4
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A social cognitive investigation of teaching Religious
Education
RE Teacher Questionnaire    V4 15-08-2015
SECTION A
In this survey Religious Education means the formal curriculum related to Catholic studies in a Catholic High School. In some
dioceses, Religious Education is called Religious Studies, Studies of Religion or Catholic Studies.
 0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
help students to make
sense of everyday life
experience through the
Catholic faith.
encourage students to
appreciate mystery and
awe in their everyday life
experience.
teach students that the
Catholic Scriptures are
the revelation of God.
help students make
connections between
biblical teachings and
their own lives.
teach students to value
the Catholic tradition.
bring students to a
deeper personal
relationship with Christ.
celebrate the life of the
risen Christ with my
students.
develop a love of liturgy
in my students.
The following items are specifically about YOUR WORK AS A TEACHER in your Religious Education
classes. There are no correct or incorrect answers. Please mark the percentage that best represents
how confident you are that you can carry out each activity. 
For example, if you are completely confident that you can carry out the activity, mark 100%. If you have
no confidence that you can carry out the activity, mark 0%. If your confidence lies somewhere in
between, then please mark the percentage that most closely matches your confidence.
Please try to answer every item.
"In my Religious Education class, I can..."
5
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develop a love of the
Eucharist in my
students.
teach students to value
the Sacraments as a
source of God’s grace.
show students that I am
a witness to the risen
Christ.
share my personal
relationship with
Christ with my students.
help students to develop
solidarity with people
suffering injustice.
encourage students to
act for charity.
encourage students to
act for justice.
show students how to
look beyond the human
view of the world to a
transcendent view.
teach students the
doctrines contained in
the Catechism of the
Catholic Church.
teach students how to
recognise the activity of
God in their lives.
teach students how to
respond to the activity of
God in their lives.
teach students how to
access the Scriptures
confidently.
teach students to recall
important Scripture
passages.
teach students to pray.
engage students in RE,
regardless of their faith
background.
teach students about the
central doctrines of the
Catholic faith.
teach students about the
central dogmas of the
Catholic faith.
 0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
6
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help students respect
diverse views and
opinions about matters
of religion.
show students how to
relate the Catholic
message to their own
lives.
teach students to
appreciate the sacred
power of the
Sacraments.
help students to grow in
their faith, using my faith
as an example.
help students respect
diverse views and
opinions about matters
of faith.
 0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
7
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 0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
develop quality teaching
and learning programs
for RE.
develop quality
resources for the RE
programs.
design learning
experiences for RE that
are relevant to students.
design learning
experiences for RE that
are rigorous.
design learning
experiences for RE that
nurture students’ faith.
provide opportunities for
meaningful prayer.
provide opportunities for
students to develop a
love of liturgy.
collaborate on planning
for RE.
articulate the Catholic
vision of the school.
SECTION B
The following items are specifically about the activities of the Religious Education Team AS A WHOLE.
There are no correct or incorrect answers. Please mark the percentage that best represents how
confident you are that your Religious Education Team as a whole can carry out each activity. 
For example, if you are completely confident that your Religious Education Team can carry out the
activity, mark 100%. If you have no confidence that your Religious Education Team can carry out the
activity, mark 0%. If your confidence lies somewhere in between, then please mark the percentage that
most closely matches your confidence.
Please try to answer every item.
"The RE Team in which I work can..."
8
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mutually support the
team to nurture the
spirituality of RE
teachers.
act for social justice.
implement quality
assessment in RE.
develop a strategic
vision for RE in the
school.
motivate RE teachers.
support teachers new to
RE teaching.
use data to improve
student learning in RE.
promote RE as a high-
quality subject.
inspire students to
participate in RE
activities.
conduct high-quality
retreat programs for
students.
celebrate the Catholic
tradition.
respond to charitable
appeals.
cooperate on the
continuous improvement
of RE programs.
manage student records
in RE.
report learning
achievement in RE to
parents.
create a culture of high
expectations in RE.
encourage the team in
their work as RE
teachers.
cooperate on innovative
approaches to teaching
RE.
 0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
9
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Strongly Agree
1 2 3 4 5
Strongly
Disagree
6
Students have a certain
amount of ability in RE
and you really can't do
much to change it.
Ability in RE is
something about
students that you can't
change very much.
Students can learn new
things in RE, but you
can't really change their
basic ability in RE.
Students have a certain
amount of faith, and you
really can’t do much to
change it.
Faith is something about
students that you can’t
change very much.
Students can have
faith experiences, but
we can’t really change
their basic faith.
SECTION C
Consider the six statements below in terms of your beliefs about students learning Religious Education.
Indicate the degree to which you agree with each of the statements.
10
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SECTION D
For the following six questions, spirituality is defined as one’s relationship to God, or whatever
you perceive to be Ultimate Transcendence. The questions use a sentence completion format to
measure various attributes associated with spirituality. An incomplete sentence fragment is
provided, followed directly below by two phrases that are linked to a scale ranging from 0 to 10.
The phrases, which complete the sentence fragment, anchor each end of the scale. 
The 0 to 6 range provides you with a continuum on which to reply, with 0 corresponding to
absence or zero amount of the attribute, while 6 corresponds to the maximum amount of the
attribute. In other words, the end-points represent extreme values, while 3 corresponds to a
medium, or moderate, amount of the attribute. 
Please select the number along the continuum that best reflects your initial feeling.
A social cognitive investigation of teaching Religious
Education
RE Teacher Questionnaire    V4 15-08-2015
no
questions
0 1 2 3 4 5
absolutely
all my
questions
6
In terms of the questions I have about life, my spirituality answers...
more
important
than
anything
else in 
my life
6
5 4 3 2 1
of no
importance
to me
0
Growing spiritually is...
11
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the master
motive of
my life,
directing
every
other
aspect
of my life
6 5 4 3 2 1
not part
of my 
life
0
Spirituality is...
plays
absolutely 
no role
0 1 2 3 4 5
is 
always
the
overriding
consideration
6
When I am faced with an important decision, my spirituality...
has no
effect 
on my
personal
growth
0 1 2 3 4 5
is 
absolutely 
the most 
important 
factor 
in my 
personal 
growth
6
When I think of things that help me to grow and mature as a person, my spirituality...
absolutely
every
aspect
of my
life
6 5 4 3 2 1
no
aspects
of my
life
0
My spiritual beliefs affect...
12
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THANK YOU!
Thank you for your participation in this research. It is intended that the results will be useful in
assisting Catholic schools in supporting the professional development of RE teachers and RE
teams.
A social cognitive investigation of teaching Religious
Education
RE Teacher Questionnaire    V4 15-08-2015
Is there anything else you would like to add about your experience of being a Religious Education
teacher?
INVITATION TO BE INTERVIEWED
The researchers invite you to participate in a 20 minute follow up interview about being a Religious Education Teacher.  You will not
be identified in relationship to your answers in this survey, nor will you be identified in any publication of this research.
If you would be interested, please enter your email address below, and we will be in contact with you.
What is your email address?
13
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RE Teacher Sample Statistics 
Table 1 
RE Teacher Descriptives 
 
 
  
 Frequency Percent Cumulative Percent 
Female 195 63.1 63.1 
Male 114 36.9 100 
Total 309 100  
Catholic 283 91.6 91.6 
Non-Catholic 26 8.4 100 
Total 309 100  
No RE Qualifications 87 28.2 28.2 
Certificate of RE 81 26.3 54.5 
Graduate Diploma of RE 43 14 68.5 
Bachelors Degree Minor 21 6.8 75.3 
Bachelors Degree Major 28 9.1 84.4 
Masters Degree or higher 48 15.6 100 
Total 308 100  
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Table 2 
RE Teacher Experience 
 
RE Team Statistics 
Table 3 
RE Team School Types 
 
 
  
 n Min Max Mean S.D 
Years’ RE Experience 309 0 50 12.18 11.51 
Years’ RE Experience 
in current school 
309 0 37 6.51 6.94 
 Frequency Percent Cumulative Percent 
Co-Educational School 29 69 69 
Single Sex School 13 31 100 
Total 42 100  
Metropolitan School 27 64.3 64.3 
Regional School 14 33.3 97.6 
Remote School 1 2.4 100 
Total 42 100  
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Table 4 
RE School and Team Statistics 
* ICSEA: Index of Community Socio-Educational Advantage. National mean=1000. National 
SD=100 
 ** NAPLAN: National Assessment Program – Literacy and Numeracy. Aggregate of all Year 7 
and 9 results in 2015 
*** Attendance Level: Proportion of full-time students in Years 1–10, whose attendance rate is 
greater than, or equal to, 90 per cent in 2015 
 
 Min Max Mean S.D 
Team Size 4 30 17.45 6.4 
RE Coordinator Experience 0 22 4.52 4.8 
Meetings per School Term 1 5 2.57 1.28 
ICSEA* 782 1175 1031.82 66.1 
NAPLAN Aggregate** 4855 6140 5592 224 
Attendance Level*** 63 97 78.73 8.12 
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Appendix 6 
?????????Response Distribution Tables 
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Table 5 
Self-Efficacy for RE Survey Response (0 – 100) Frequency 
In my Religious Education class, I 
can... 
0 % 10 % 20 % 30 % 40 % 50 % 60 % 70 % 80 % 90 % 100 % 
SE1 - help students to make sense of 
everyday life experience through the 
Catholic faith. 
1 0.4 3 1.1 3 1.1 3 1.1 2 0.7 16 5.7 23 8.1 42 14.8 77 27.2 60 21.2 53 18.7 
SE2 - encourage students to appreciate 
mystery and awe in their everyday life 
experience. 
2 0.7 1 0.4 3 1.1 2 0.7 6 2.1 22 7.7 29 10.2 29 10.2 68 23.9 69 24.3 53 18.7 
SE3 - teach students that the Catholic 
Scriptures are the revelation of God. 
3 1.1 1 0.4 6 2.1 5 1.8 8 2.8 20 7.0 38 13.4 36 12.7 60 21.1 42 14.8 65 22.9 
SE4 - help students make connections 
between biblical teachings and their 
own lives. 
1 0.4 0 0.0 2 0.7 2 0.7 4 1.4 10 3.5 22 7.8 48 17.0 57 20.2 65 23.0 71 25.2 
SE5 - teach students to value the 
Catholic tradition. 
0 0.0 1 0.4 6 2.1 4 1.4 2 0.7 23 8.1 28 9.9 43 15.2 50 17.7 55 19.4 71 25.1 
SE6 - bring students to a deeper 
personal relationship with Christ. 
3 1.1 4 1.4 3 1.1 10 3.5 13 4.6 36 12.7 34 12.0 46 16.3 56 19.8 39 13.8 39 13.8 
378
In my Religious Education class, I 
can... 
0 % 10 % 20 % 30 % 40 % 50 % 60 % 70 % 80 % 90 % 100 % 
SE7 - celebrate the life of the risen 
Christ with my students. 
3 1.1 2 0.7 7 2.5 8 2.8 13 4.6 24 8.5 29 10.2 57 20.1 52 18.3 38 13.4 51 18.0 
SE8 - develop a love of liturgy in my 
students. 
3 1.1 5 1.8 11 3.9 12 4.3 24 8.5 37 13.1 37 13.1 50 17.7 49 17.4 33 11.7 21 7.4 
SE9 - develop a love of the Eucharist 
in my students. 
5 1.8 5 1.8 13 4.6 11 3.9 29 10.3 32 11.3 42 14.9 54 19.1 44 15.6 25 8.9 22 7.8 
SE10 - teach students to value the 
Sacraments as a source of God’s 
grace. 
4 1.4 2 0.7 6 2.1 14 4.9 23 8.1 33 11.7 37 13.1 45 15.9 64 22.6 26 9.2 29 10.2 
SE11 - show students that I am a 
witness to the risen Christ. 
4 1.4 3 1.1 5 1.8 9 3.2 5 1.8 23 8.2 25 8.9 24 8.5 49 17.4 55 19.5 80 28.4 
SE12 - share my personal relationship 
with Christ with my students. 
2 0.7 6 2.1 7 2.5 5 1.8 9 3.2 13 4.6 17 6.0 31 11.0 43 15.2 54 19.1 96 33.9 
SE13 - help students to develop 
solidarity with people suffering 
injustice. 
0 0.0 0 0.0 1 0.4 2 0.7 4 1.4 7 2.5 15 5.3 24 8.5 57 20.1 75 26.5 98 34.6 
SE14 - encourage students to act for 
charity. 
0 0.0 0 0.0 0 0.0 1 0.4 1 0.4 6 2.1 12 4.2 21 7.4 46 16.2 82 28.9 115 40.5 
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In my Religious Education class, I 
can... 
0 % 10 % 20 % 30 % 40 % 50 % 60 % 70 % 80 % 90 % 100 % 
SE15 - encourage students to act for 
justice. 
0 0.0 0 0.0 0 0.0 1 0.4 3 1.1 5 1.8 8 2.8 17 6.0 45 16.0 88 31.2 115 40.8 
SE16 - show students how to look 
beyond the human view of the world 
to a transcendent view. 
2 0.7 0 0.0 4 1.4 5 1.8 12 4.3 17 6.0 23 8.2 46 16.3 67 23.8 60 21.3 46 16.3 
SE17 - teach students the doctrines 
contained in the Catechism of the 
Catholic Church. 
6 2.1 3 1.1 10 3.6 14 5.0 9 3.2 25 8.9 25 8.9 47 16.7 54 19.2 42 14.9 46 16.4 
SE18 - teach students how to 
recognise the activity of God in their 
lives. 
2 0.7 2 0.7 4 1.4 7 2.5 8 2.9 22 7.9 26 9.3 51 18.2 58 20.7 58 20.7 42 15.0 
SE19 - teach students how to respond 
to the activity of God in their lives. 
2 0.7 4 1.4 3 1.1 8 2.9 14 5.0 20 7.1 36 12.9 51 18.2 60 21.4 43 15.4 39 12.6 
SE20 - teach students how to access 
the Scriptures confidently. 
1 .04 1 0.4 3 1.1 7 2.5 8 2.9 18 6.5 21 7.5 36 12.9 51 18.3 61 21.9 72 25.8 
SE21 - teach students to recall 
important Scripture passages. 
3 1.1 1 0.4 8 2.8 15 5.3 12 4.3 16 5.7 41 14.6 41 14.6 64 22.8 40 14.2 40 14.2 
SE22 - teach students to pray. 3 1.1 1 0.4 5 1.8 7 2.5 9 3.3 20 7.2 21 7.6 34 12.3 43 15.6 57 20.7 76 27.5 
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In my Religious Education class, I 
can... 
0 % 10 % 20 % 30 % 40 % 50 % 60 % 70 % 80 % 90 % 100 % 
SE23 - engage students in RE, 
regardless of their faith background. 
1 0.4 0 0.0 0 0.0 5 1.8 6 2.1 12 4.3 19 6.8 24 8.6 45 16.1 61 21.8 107 38.2 
SE24 - teach students about the central 
doctrines of the Catholic faith. 
2 0.7 3 1.1 7 2.5 6 2.2 10 3.6 14 5.0 25 9.0 40 14.4 57 20.5 61 21.9 53 19.1 
SE25 - teach students about the central 
dogmas of the Catholic faith. 
0 0.7 5 1.8 8 2.9 7 2.5 14 5.0 19 6.8 31 11.1 43 15.4 61 21.9 46 16.5 43 15.5 
SE26 - help students respect diverse 
views and opinions about matters of 
religion. 
1 0.4 1 0.4 0 0.0 2 0.7 2 0.7 4 1.4 16 5.7 19 6.8 54 19.6 79 28.2 102 36.4 
SE27 - show students how to relate 
the Catholic message to their own 
lives. 
1 0.4 1 0.4 3 1.1 4 1.4 5 1.8 14 4.9 17 6.0 37 13.1 61 21.6 77 27.2 63 22.3 
SE28 - teach students to appreciate the 
sacred power of the Sacraments. 
3 1.1 2 0.7 6 2.1 11 3.9 19 6.7 27 9.5 33 11.7 48 17.0 62 21.9 43 15.2 29 10.2 
SE29 - help students to grow in their 
faith, using my faith as an example. 
3 1.1 5 1.8 4 1.4 7 2.5 13 4.6 15 5.3 22 7.8 30 10.7 63 22.4 49 17.4 70 24.9 
SE30 - help students respect diverse 
views and opinions about matters of 
faith. 
1 0.4 1 0.4 1 0.4 2 0.7 1 .04 9 3.2 11 3.9 20 7.1 49 17.3 91 32.2 97 34.3 
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 Table 6 
Self-Efficacy for Teaching RE Response Distribution 
  SE1 SE2 SE3 SE4 SE5 SE6 SE7 SE8 SE9 SE10 SE11 SE12 SE13 SE14 SE15 
N Valid 283 284 284 282 283 283 284 282 282 283 282 283 283 284 282 
Missing 26 25 25 27 26 26 25 27 27 26 27 26 26 25 27 
Mean 78.59 78.13 75.63 81.38 78.52 70.21 72.29 64.36 62.66 66.64 77.30 79.33 85.80 88.45 88.97 
Std. Deviation 18.55 19.22 21.64 17.08 19.68 22.15 22.34 22.91 23.46 22.40 23.66 23.79 15.40 13.33 13.18 
 
  SE16 SE17 SE18 SE19 SE20 SE21 SE22 SE23 SE24 SE25 SE26 SE27 SE28 SE29 SE30 
N Valid 281 280 280 279 281 276 280 278 279 280 283 283 281 283 282 
Missing 28 29 29 30 28 33 29 31 30 29 26 26 28 26 27 
Mean 76.31 70.28 74.71 72.14 79.03 71.00 77.86 84.29 75.90 72.11 86.68 80.60 69.43 76.44 86.40 
Std. Deviation 19.66 24.77 20.51 21.23 20.36 22.50 22.45 18.26 21.91 22.78 15.57 18.45 21.89 23.23 16.01 
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 Table 7 
Collective Efficacy for Teaching RE Survey Response (0 – 100) Frequency 
The RE Team in which I work 
can... 
0 % 10 % 20 % 30 % 40 % 50 % 60 % 70 % 80 % 90 % 100 % 
CE1 - develop quality teaching 
and learning programs for RE. 
3 1.1 2 0.7 3 1.1 4 1.5 3 1.1 13 4.9 20 7.5 37 13.9 57 21.3 63 23.6 62 23.2 
CE2 - develop quality resources 
for the RE programs. 
1 0.4 3 1.1 1 0.4 7 2.6 4 1.5 11 4.1 17 6.4 45 16.9 60 22.5 56 21.0 62 23.2 
CE3 - design learning experiences 
for RE that are relevant to 
students. 
0 0.0 4 1.5 3 1.1 2 0.7 6 2.2 17 6.3 15 5.6 36 13.4 63 23.5 62 23.1 60 22.4 
CE4 - design learning experiences 
for RE that are rigorous. 
1 0.4 6 2.3 2 0.8 5 1.9 7 2.6 14 5.3 29 10.9 36 13.5 62 23.3 52 19.5 52 19.5 
CE5 - design learning experiences 
for RE that nurture students’ faith. 
0 0.0 4 1.5 2 0.7 7 2.6 10 3.7 11 4.1 26 9.7 37 13.8 67 25.0 60 22.4 44 16.4 
CE6 - provide opportunities for 
meaningful prayer. 
0 0.0 5 1.9 2 0.7 3 1.1 6 2.2 14 5.2 27 10.1 36 13.4 64 23.9 52 19.4 59 22.0 
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The RE Team in which I work 
can... 
0 % 10 % 20 % 30 % 40 % 50 % 60 % 70 % 80 % 90 % 100 % 
CE7 - provide opportunities for 
students to develop a love of 
liturgy. 
0 0.0 7 2.6 4 1.5 11 4.1 12 4.5 19 7.1 28 10.5 49 18.4 54 20.2 44 16.5 39 14.6 
CE8 - collaborate on planning for 
RE. 
2 0.7 4 1.5 1 0.4 4 1.5 7 2.6 9 3.4 22 8.2 33 12.4 51 19.1 62 23.2 72 27.0 
CE9 - articulate the Catholic 
vision of the school. 
2 0.7 2 0.7 0 0.0 5 1.9 2 0.7 15 5.6 18 6.7 28 10.4 53 19.8 73 27.2 70 26.1 
CE10 - mutually support the team 
to nurture the spirituality of RE 
teachers. 
1 0.4 4 1.5 1 0.4 4 1.5 14 5.2 19 7.1 22 8.2 35 13.1 60 22.4 53 19.8 55 20.5 
CE11 - act for social justice. 0 0.0 0 0.0 1 0.4 3 1.1 1 0.4 10 3.7 11 4.1 15 5.6 42 15.7 74 27.7 110 41.2 
CE12 - implement quality 
assessment in RE. 
2 0.7 3 1.1 2 0.7 4 1.5 6 2.2 14 5.2 17 6.3 36 13.4 51 19.0 68 25.4 65 24.3 
CE13 - develop a strategic vision 
for RE in the school. 
0 0.0 4 1.5 3 1.1 5 1.9 10 3.7 17 6.4 22 8.2 32 12.0 61 22.8 59 22.1 54 20.2 
CE14 - motivate RE teachers. 2 0.7 3 1.1 2 0.7 9 3.4 4 1.5 19 7.1 25 9.3 41 15.3 50 18.7 59 22.0 54 20.1 
CE15 - support teachers new to 
RE teaching. 
1 0.4 4 1.5 1 0.4 4 1.5 8 3.0 12 4.5 23 8.6 32 12.0 45 16.9 57 21.3 80 30.0 
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The RE Team in which I work 
can... 
0 % 10 % 20 % 30 % 40 % 50 % 60 % 70 % 80 % 90 % 100 % 
CE16 - use data to improve 
student learning in RE. 
2 0.8 5 1.9 6 2.3 4 1.5 11 4.1 26 9.8 32 12.0 44 16.5 49 18.4 47 17.7 40 15.0 
CE17 - promote RE as a high-
quality subject. 
3 1.1 3 1.1 3 1.1 3 1.1 4 1.5 17 6.3 25 9.3 38 14.2 54 20.1 53 19.8 65 24.3 
CE18 - inspire students to 
participate in RE activities. 
2 0.7 2 0.7 2 0.7 4 1.5 8 3.0 14 5.2 32 12.0 32 12.0 69 25.8 54 20.2 48 18.0 
CE19 - conduct high-quality 
retreat programs for students. 
6 2.2 3 1.1 4 1.5 5 1.9 1 0.4 17 6.3 15 5.6 29 10.8 50 18.7 60 22.4 78 29.1 
CE20 - celebrate the Catholic 
tradition. 
0 0.0 2 0.8 2 0.8 0 0.0 6 2.3 14 5.3 18 6.8 26 9.8 61 22.9 59 22.2 78 29.3 
CE21 - respond to charitable 
appeals. 
2 0.7 1 .04 1 0.4 0 0.0 2 0.7 9 3.4 12 4.5 17 6.3 38 14.2 75 28.0 111 41.4 
CE22 - cooperate on the 
continuous improvement of RE 
programs. 
2 0.7 5 1.9 2 0.7 4 1.5 6 2.2 16 5.9 24 8.9 27 10.0 51 19.0 64 23.8 68 25.3 
CE23 - manage student records in 
RE. 
1 0.4 3 1.1 1 0.4 2 0.8 4 1.5 9 3.4 16 6.0 33 12.4 47 17.7 62 23.3 88 33.1 
CE24 - report learning 
achievement in RE to parents. 
0 0.0 5 1.9 3 1.1 2 0.7 3 1.1 10 3.7 21 7.9 27 10.1 43 16.1 69 25.8 84 31.5 
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The RE Team in which I work 
can... 
0 % 10 % 20 % 30 % 40 % 50 % 60 % 70 % 80 % 90 % 100 % 
CE25 - create a culture of high 
expectations in RE. 
3 1.1 5 1.9 3 1.1 2 0.8 5 1.9 19 7.1 31 11.7 35 13.2 46 17.3 52 19.5 65 24.4 
CE26 - encourage the team in their 
work as RE teachers. 
0 0.0 7 2.6 2 0.7 1 0.4 6 2.2 9 3.4 24 9.0 34 12.7 46 17.2 67 25.1 71 26.6 
CE27 - cooperate on innovative 
approaches to teaching RE. 
1 0.4 4 1.5 2 0.7 9 3.4 7 2.6 15 5.6 23 8.6 35 13.1 60 22.5 62 23.2 49 18.4 
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Table 8 
Collective Efficacy for Teaching RE Response Distribution 
  CE1 CE2 CE3 CE4 CE5 CE6 CE7 CE8 CE9 CE10 CE11 CE12 CE13 CE14 
N Valid 267 267 268 266 268 268 267 267 268 268 267 268 267 268 
Missing 42 42 41 43 41 41 42 42 41 41 42 41 42 41 
Mean 79.36 79.33 79.44 76.43 76.68 78.21 71.91 80.15 81.53 76.60 87.57 79.74 77.34 76.60 
Std. Deviation 20.24 19.40 19.35 21.02 19.83 19.71 22.20 20.56 19.01 20.81 15.48 20.31 20.50 21.13 
 
  CE15 CE16 CE17 CE18 CE19 CE20 CE21 CE22 CE23 CE24 CE25 CE26 CE27 
N Valid 267 266 268 267 268 266 268 269 266 267 266 267 267 
Missing 42 43 41 42 41 43 41 40 43 42 43 42 42 
Mean 80.34 72.11 78.13 76.93 79.40 82.29 87.16 78.88 83.20 82.36 77.03 80.37 76.74 
Std. Deviation 20.64 22.25 21.03 19.71 23.14 17.88 17.01 21.52 18.69 19.79 22.09 20.314 20.89 
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Table 9 
Teacher Intrinsic Spirituality – Response Frequency as Percentages 
IS1 - In terms of 
questions I have about 
my life, my spirituality 
answers… 
no questions 
0 
1 
 
2 
 
3 
 
4 
 
5 
 
absolutely all 
my questions 
6 
 6.5 1.5 4.6 22.8 33.5 25.9 5.3 
IS2 - Growing 
spiritually is… 
more 
important than 
anything else 
in my life 
6 
5 4 3 2 1 
of no 
importance 
to me 
0 
 8.0 28.5 32.3 19.8 8.0 1.1 2.3 
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IS3 - Spirituality is… the master 
motive of my 
life, directing 
every other 
aspect of my 
life 
6 
5 4 3 2 1 
not part of 
my life 
0 
 10.3 20.2 31.9 27.0 6.5 2.3 1.9 
IS4 – When I am faced 
with an important 
decision, my 
spirituality… 
plays 
absolutely no 
role 
0 
1 2 3 4 5 
is always the 
overriding 
consideration 
6 
 3.0 3.8 2.7 16.3 25.9 38.8 9.5 
IS5 – When I think of 
things that help me to 
has no effect 
on my 
1 2 3 4 5 
is absolutely 
the more 
389
grow and mature as a 
person, my 
spirituality… 
personal 
growth 
0 
important 
factor in my 
personal 
growth 
6 
 2.3 1.1 4.2 14.8 30.4 33.8 13.3 
IS6 – My spiritual 
beliefs affect… 
absolutely 
every aspect 
of my life 
6 
5 4 3 2 1 
no aspects of 
my life 
0 
 14.8 28.5 29.7 17.5 5.3 2.3 1.9 
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Table 10 
RE Teacher Intrinsic Spirituality 
  IS1 IS2 IS3 IS4 IS5 IS6 
N Valid 263 263 263 263 263 263 
  Missing 46 46 46 46 46 46 
Mean 3.74 3.96 3.86 4.13 4.25 4.16 
Std. Deviation 1.41 1.26 1.28 1.36 1.27 1.33 
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Table 11 
RE Teacher Implicit Theories – Response Frequency as Percentages 
 
Strongly 
Agree 
1 
2 3 4 5 
Strongly 
Disagree 
6 
IT1 - Students have a 
certain 
amount of ability in 
RE 
and you really can't 
do 
much to change it. 
0.8 2.7 8.8 11.5 34.0 42.4 
IT2 - Ability in RE is 
something about 
students that you can't 
change very much. 
1.1 2.3 5.0 11.1 35.6 44.8 
IT3 - Students can 
learn new 
things in RE, but you 
can't really change 
their 
basic ability in RE. 
1.2 5.0 4.6 13.1 33.2 42.9 
IT4 - Students have a 
certain 
amount of faith, and 
you 
really can’t do much 
to 
change it. 
 
1.9 4.5 13.3 19.3 28.8 32.2 
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IT5 - Faith is 
something about 
students that you can’t 
change very much. 
0.4 5.3 15.9 19.7 30.3 28.4 
IT6 - Students can 
have 
faith experiences, but 
we can’t really change 
their basic faith. 
1.5 8.7 13.6 22.7 29.9 23.5 
 
 
Table 12 
RE Teacher Implicit Theories – Distribution Statistics 
  IT1 IT2 IT3 IT4 IT5 IT6 
N Valid 262 261 259 264 264 264 
Missing 47 48 50 45 45 45 
Mean 5.02 5.12 5.01 4.65 4.59 4.41 
Std. Deviation 1.12 1.07 1.18 1.28 1.22 1.30 
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Appendix 7 
Open Ended Comments and Categorisation 
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 Appendix 7.  Open-Ended Comments and Categorisation 
Respondents were invited to answer an optional question at the end of the survey: “Is 
there anything else you would like to add about your experience as an RE teacher?”. Sixty-four 
teachers responded. 
Table 13 
Verbatim Responses to the Open-Ended Question 
Teacher ID Comment 
91 Why do we teach religion? It is important to a small percentage of students and 
students in general don’t care about religion classes. The catholic faith has a 
huge potential to engage students on real and contemporary matters in society 
and yet it hardly ever covered in course content. We should be teaching out 
students how to appreciate faith and how to turn appreciation into action by 
getting them into the community.    Our students live in such a sheltered 
bubble when only 30 mins drove from our school there are people living in 
poverty they are completely unaware of.     The teaching part is easy, its 
relaying the connection that’s difficult.     If it were up to me, I'd structure 
religious education to include weekly seminars were guest speakers talk to our 
students about appreciation in action, or our student do community service. I 
believe they would learn 1000% more from being in the community than they 
ever could from reading from the bible.     I am a Catholic and have a strong 
faith in my religion and community, but in 2016 the challenge is conveying 
this to a student audience that is so unaware of their surrounds. We can only do 
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Teacher ID Comment 
so much as a religion teacher or teacher in general. I believe you can't change a 
view of religion without changing the community view. As a college yes we 
have social justice groups and support Vinnies Van, Caritas etc but as a college 
community in the grand scheme of things we don't really do much at all so 
how can we expect our students to do much if we don't lead by example.     We 
have a real opportunity as a community to change a blind generation. Lets 
hurry up and do it! 
21 what are 'Catholic Scriptures'?  I gave up on the questions as they were 
repetitive and I could not really make sense of the series about students and 
their 'RE' abilty.  regards,  Christopher 
226 There needs to be much more support for teachers beginning to teach RE. 
There is a lot of assumed knowledge and understanding, and even for those 
with a strong faith and theological background how this translates to teaching 
in the classroom needs much greater attention. 
264 There needs to be more support for leaders of Religious Education in schools - 
HoCs or Program Leaders etc. Because of the role or status of RE in schools, 
these leaders are often under-supported while dealing with disillusioned or 
disinterested teachers in their department. 
281 There is still this misguided idea that a) RE Teachers have t o pray with the 
students every lesson,   Students still believe that RE is about indoctrination 
and faith conversion.  RE Text books still assume that all our students are good 
little Catholics who pray the rosary and go to mass every Sunday  No where do 
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Teacher ID Comment 
we discuss why the God the Father Jesus Christ Holy Spirit is not doing much 
of a job in helping!!!  As far as I am concerned the last place a student is going 
to find Jesus is in a compulsory classroom with a zealot for a teacher!!  Sorry 
just venting    
155 There are no designated RE teachers in my school. All RE teachers belong to 
another KLA and THEN the RE KLA. This influences staff's participation in 
the RE KLA. Many of the students are "culturally" Catholic not "spiritually" 
Catholic. The influence of the crime group Ndrangheta within the Catholic 
community may skew your results. There is also a double standard with regard 
to Non-Catholics teaching in Catholic Schools which may have influenced my 
results. 
38 The curriculum that NSW allows, does not provide enough scope to allow for 
experience and exploring students faith in a non-academic sense. 
211 The Certificate in Religious Education should be continually offered and 
financially supported throughout the Diocese, to demonstrate that these 
qualifications are valued.  Expecting staff to complete and pay for a Grad Cert 
in RE as a baseline qualification is ridiculous. 
94 Thank you. I am really enjoying RE and would definitely like to do further 
study to assist me in the future. 
217 Teaching VCE - Religion and Society I have a Curriculum that must be 
followed. 
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Teacher ID Comment 
218 Teaching Religious Education to students keeps me teaching. (when I've been 
very close to changing careers)  For me, my RE teaching is a REAL vocation.  
I enjoy the challenge the spirit sapping secular world presents and want to 
bring/remind what our Catholicism/Christianity can offer.  I get to know the 
students more and feel I can make a real impact in their life. 
35 Teaching Religious Education is something I find incredibly rewarding 
71 Students don't engage with the RE program because they believe it is dry and 
have no relevance to their lives. I am approaching the RE course with the idea 
that RE will affect their everyday life. What we learn in RE has everything to 
do with faith, spirituality, our relationships with God and other people.   The 
students may learn scientific and mathematical concepts but they will not use it 
in everyday life. What they will use in everyday life is living in relationships 
with others. If they can understand this then RE maybe viewed as an important 
subject to grasp. 
77 Specifically where I teach many parents do not support the RE staff as they see 
RE as a subject that isn't important.    It also must be noted that I disagreed 
with the questions earlier in the survey that asked about my personal faith and 
how it impacts my life. I feel a good teacher does not influence students by 
their own opinions. I turn on the light for my students but I don't tell them 
what to see.  
269 Some teachers need to me more innovative with their choice of activities in 
order to appeal to younger students.  
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Teacher ID Comment 
326 Some of the topics which we need to teach are very dry. The subject is one 
which most students struggle to enjoy either because they have no Religious 
Beliefs or because they are too ashamed to admit to them. If the topics covered 
could be totally relevant and target their own spirituality I think that it could 
make teachers role more relevant. Students often say how is this important in 
my future career. We need to help them understand that it is important in their 
future as a person. This is an area we touch on in an airy fairy way. I would 
like to see it the central theme of all RE programs and topics taught. 
63 Religious Education is a very specific subject which limits it to teachers who 
have the faith or want to do it to give some 'realness' to the subject.  However I 
feel that we are not supported religiously, pastorally and professionally.  
Perhaps there is support but limited.   Everyone does their own thing and it is 
quite sad that we, as RE teachers, don't give this rich faith witness to each 
other as colleagues first, how can the teaching of RE be meaningful or truthful 
in terms of evangelisation in Catholic Schools.  I am passionate about my faith 
and proud to be an RE teacher and presevere everyday to teach my students 
about the person of Jesus. I would like to share it with other passionate RE 
teachers (if they are out there) 
46 Our school recently employed a new director of religious education. My 
confidence in the faculty's ability to fix the problems we face is not reflected in 
the answers given. Our previous leader was academically unqualified and had 
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Teacher ID Comment 
only primary school experience. He favoured a laissez-faire approach that lead 
to the faculty stagnating. The new leader is a different story altogether. 
233 One of the biggest challenges as an RE teacher is often our colleagues who are 
not Catholic who are working in our catholic schools. The culture of the 
school, led by the staff, has a huge impact on how students perceive and 
approach the formal Religious Curriculum as well as engage in faith 
development experiences and mission work. My experience is that many staff 
who do not teach Religion tend to publicly devalue it as a subject. In my 
experience, most staff and students see Religion as a subject they are forced to 
teach/ study. A great percentage of teachers are not willing to teach this subject 
and will do anything they can to not have this as part of their allocation. I teach 
Religion, PDHPE, VET Hospitality, Food Technology and Junior Technology 
Mandatory and my favourite subject to teach is Religion. I personally really 
enjoy teaching the historical, geographical, political and archeological nature 
of our faith. It is a true blessing and a privilege to be able to open the eyes and 
hearts of our students to the wonder and awe of our faith. Teaching Studies of 
Religion is also an incredibly enjoyable, challenging and valuable subject.    
Religion plays a huge role in our society whether our staff choose to 
acknowledge this or not; history, artwork, literature and political events etc. 
We have a collective responsibility to help our young people to further develop 
a worldview of religion and understand and challenge their own worldview 
including their own faith beliefs. This aspect of working and teaching in a 
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catholic school challenges me the most. Some staff want the comfort and 
luxury of working in a catholic school but do not support the ethos and the 
doctrine of why we exist as a catholic school.    I consider myself an avid 
learner however I feel it is very difficult to find great professional development 
aimed at improving the quality of our teaching in RE. It is a huge jump moving 
from Certificate RE Qualification to Post Grad and Masters levels subjects not 
to mention the time and money involved. I have completed a Masters in 
Education (over 10 years ago) in Language and Literacy and found it to be 
very relevant to the quality of my teaching. To be honest, I had commenced a 
post graduate Masters Levels subject in Theology last year and found it useless 
and as a result have chosen to not pursue further studies in Theology at this 
point in time. I feel my time and money will be better spent elsewhere to help 
improve my teaching.    I wish you the best of luck with your study and your 
Ph.D Journey.   
290 Not all students I teach are Catholic therefore it is not my place to change 
students’ faith in religion. However, I do try to help students expand their 
acceptance and knowledge of faith.  
283 My experience as Religious Education teacher has been an amazing and 
rewarding experience. Evangelization can change lives.   
31 Most staff are not trained in Teaching Religious Education...they do not have 
the background to confidently express the key teachings and doctrines and 
they can choose to learn more to be able to do it. It's like teaching Shakespeare 
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for the first time, there is a lot you need to know to be able to successfully 
explain it, there is even more that you need to know and internalize to foster a 
love of Shakespeare in your students that impacts them for ever. In in RE you 
have to teach Christian/Catholic and than a wide range of other religions as 
well...there is a lot to know. But the same teaching methods and practices from 
all other subjects should be applied...you don't need special tricks, just good 
content and confidence and the ability to express and demonstrate faith and 
spirituality lived. As most staff don't have faith or spirituality it is up to the 
ADMIN to give the subject to the right people and support and prepare them 
properly. 
262 Lots of joys but also many challenges in this day and age.  
43 it's one of the greatest area of teaching that you can be involved with, it's a 
priviledge to be able to do it. 
61 It is privilege to teach RE to young people - it can help shape their lives and it 
is the place where they have most of their questions.  It is important that we 
are the best possible face of the faith for them - we need to be non-
judgemental, open, reflective, contemporary, fair and just in how we approach 
every lesson.  It is often the lessons taught here that last a lot longer than many 
other subject areas - for the better or the worse.  
304 It is important to establish honest relationships with students and acknowledge 
that faith is a journey and asking questions is very much a human activity.  The 
importance of recognising divergent views and understandings even within the 
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Catholic tradition is important and offers reassurance to many students who 
are still developing their own beliefs. 
293 It is extremely difficult to balance the academic side of RE that we are 
expected to teach, and the spiritual side that I want students to experience 
254 it is exciting 
229 It is difficult approaching RE with some student attitudes that are heavily 
influence by their upbringing and background (i.e. home and family life). In 
some cases more support is needed from parents and the community to 
develop an understanding of the role of religious education in school and 
student development for both their learning growth, self awareness and 
spiritual development. 
202 It is challenging, but exciting! The integration of faith and life as a 'whole' 
rather than as two separate entities is essential for effective RE teaching. The 
integration of personal faith into the delivery of engaging learning is vital as 
this personal conviction is what drives the aspiring RE teacher in his/her 
mission.   
190 It is a very rewarding experience. It has developed in me a passion to help 
others. I am a better listener. I also enjoy the class discussions. 
258 It is a privilege to be a face of the Church with young people.  
208 It can be highly rewarding subject if you understand the content you are 
teaching. Too often it is taught by teachers as a fill in subject with no desire to 
understand or deliver with enthusiasm the content they are meant to teach. 
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Without the motivation of the teachers the spiritual growth of the student never 
really gets past the crossword and colouring in stage of their primary days. 
Therefore when it becomes time to teach them how it can transform you they 
have no understanding of what the Religion even is yet.  
104 it can be challenging, but also very rewarding to develop an understanding of 
the human nature of students in this subject area 
314 It can be a struggle to have the subject valued equally with others by both the 
parents and other staff within the school. 
74 Importance of having quality PD to challenge my understanding and provide 
depth  
138 I would like to comment about a couple of your questions involving retreat 
experiences - these are not necessarily something the RE Teachers are 
involved in.  Many larger schools today have a Director of Mission (or similar 
title) who is responsible for retreats.  In addition, the Pastoral Care Team has a 
role to play in the participation and delivery of retreat programs.  In some 
instances, outside facilitators are also used.   
73 I was not comfortable answering the questions relating to ability in RE and 
Faith in RE as I believe I can nurture faith but don't believe as teacher I can 
alter a student's strength or otherwise of their faith. 
332 I was a member of a religious order for 15 years  I am in my fourth year of the 
Sydney Archjdiocese Deaconal Program  I am a member of the knights of the 
Holy Sepulchre 
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206 I thoroughly enjoy being a religious education teacher, I find it aid me in my 
own faith  ! 
250 I think some of your questions in the first section (e..g. teach students to value 
the Catholic tradition) are not for me to answer. I can't assess a "value" placed 
on something by a student. If you had asked me if I thought it was 
IMPORTANT to teach students to value something, than I would 100% agree. 
Any questions in that section  that were not marked at the top of the provided 
scale, means I don't believe I can answer fully. Good luck with your studies. 
278 I teach almost exclusively in senior classes and thus many of the questions 
relating to particularly Catholic faith and life (doctrine / dogma / sacraments) 
etc. are not frequently dealt with 
306 I love teaching religion.  I have nearly completed my masters in religious 
education and that has given me confidence and further knowledge. I enjoy 
some of the really deep conversations that I have with students and you know 
that you are helping them find their own spiritual identity. 
274 I have thoroughly enjoyed 35 years of teaching students about Religion 
239 I have found that those with higher degrees usually can't teach it. 
323 I have found it difficult as a teacher to demonstrate your faith with the 
overwhelming presence of a culture removing itself from religious values. 
135 I find it a rewarding subject to teach as it allows students the time and space to 
think about things beyond their academic life. I have found that all of students, 
who I have taught, to be interested in at least some of the topics covered. Many 
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of them have spoken to me at the end of the year saying how much they have 
enjoyed the class. I believe that the topics I teach provide an opportunity for 
the Spirit to work in the students. I am happy to allow the Spirit to work at his 
own pace - I am not there to make the students develop their faith - My lessons 
provide an invitation to faith development. 
65 I feel that RE classes should be based on academia and not on student faith. It 
would be unfair to students from different religious backgrounds otherwise. 
230 I feel as though across all Diocese's there needs to be more professional 
development. Also as a department it needs to be given greater resources and 
consideration as to who teaches the subject, not just whoever can fill in the 
blanks. 
315 I enjoy teaching RE and developing curriculum material that will meet 
syllabus requirements and engage students.  But I think that there is often a 
lack of interest from some teachers who have been given an RE class they 
don't want and do not want to work collaboratively to improve outcomes. 
109 I did not answer three questions about "ability of a student in RE". I don't 
believe it makes sense to talk about the "ability" of an RE student.  
98 I am relishing the chance to teach within a Catholic school in my first year of 
teaching. It is an area that I am very passionate about - and where I seek to 
keep on growing and learning in. Though I have not completed a formal 
certificate in RE studies, my experience of introductory RE study as well as 
my time working in youth ministry with young people continually aids my 
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focus: asking God to guide and direct my efforts, as well as my heart, to 
support my students' own growth and learning. 
187 I am passionate about this! It is my life passion and source for a lot of my 
reading, discussions and studies...even though not formal qualifications 
beyond certificates. I am and have been part of many spiritual and discussion  
groups including Ignatian spirituality, RCIA, Institute for Parish Ministry, 
CLC and others. Was also thrilled to be part of a CEO Syd Pilgrimage through 
Italy for the canonisation of Popes John 23rd and john-Paul 2-which was SO 
life-giving and food for the soul! One day I would love to stay in the Holy 
Land and experience the gospel context  
261 I am growing 'spiritually' each day with my family, colleagues and students.... 
I am blessed to be a Religious educator... 
48 I am finding it increasingly difficult to teach Religious Education. It is not that 
the students are not engaged, they really are, but I am finding the subject 
matter and topics tedious and arduous, although as a professional I try to show 
the appearance of being a positive RE teacher and work hard for the students. 
Professionally, I am concerned with my lack of enthusiasm for the subject. I 
feel so much more confident, happy and less anxious teaching my other 
method areas.  
245 I am excited and passionate about being a member of the RE team at my 
school. I work with many enthusiastic people who are like- minded in their 
faith and in their deeply personal faith journeys. I don't have to apologise for 
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being Christian, working in a Catholic school. I aspire to be a faith-filled 
person who gently lives her life without being dogmatic in my approach. I am 
hoping my spirituality and faith shine through in all I do and say! 
316 I am aware when I am teaching RE that I have a very special opportunity to 
share my faith with the students. It is a humbling experience. I want the 
students to see that Christ showed us how to live and in the Catholic faith they 
can experience real peace and ways to solve the problems they will face - how 
to find a friend. 
171 I am always prepared to challenge the prevailing attitude that religion is 
irrelevant in the lives of our students, that a philosophical approach to the big 
questions is perhaps a more acceptable approach, that religiosity (values) have 
arisen in our culture out of 'religious' thinking/origins. 
130 hard 
197 Frequently I find the hypocrisy and duplicity of the Catholic Education system 
so opposed to the tenants of the Catholic faith, that I wonder how the system 
survives and more particularly how a system that is supposed to be based on 
the Catholic faith can treat their staff as they do. Perhaps it is just this region. 
243 Enfaithing lessons are far more effective than rigorous academic ones. When 
students develop a disposition towards God then they will want to know about 
God. The old saying is still so true; Faith is Caught, not Taught. Teachers with 
an active faith committment should be the prioity placement in staffing a 
timetable - they model the faith. 
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227 Currently at our school we have a good teacher of RE teachers, who have a 
range of experiences and qualifications, and enjoy supporting one another. 
There are plenty of open discussions.  But what is missing is the lack of 
knowledge we have of the RE discipline. When we teacher in the discipline in 
which we are trained in, we are confident in what we are doing.   Also keep in 
mind, people became, a Maths, English etc teacher because of their love of 
learning in that given discipline.   
334 Catholic School RE teaching I think seeks to put a lot of "Catholic" 
information on top of almost no foundation of individual or family faith. My 
focus is to try to bring kids into relationship with Jesus Christ alongside the RE 
curriculum. Sacraments and other doctrine/dogma can have a lot of meaning 
when one has a personal relationship with Jesus but not much without that 
relationship. 
111 As I am a member of both a senior and middle school RE team with 2 different 
co-ordinators and teachers I answered the question on my involvement with 
the senior school co-ordinator and teachers. It was very difficult as a number 
of teachers in the middle school are not of a faith background and the 
perception of the subject is one of having to do rather than wanting. 
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Table 13 
First cycle coding with 105 codes 
Code 
action learning 
teacher as learner 
relevance of RE 
no collaboration 
God the Father 
unenthusiastic teachers 
exploring faith non-academically 
know the kids 
zealot teachers 
rewarding 
teach values 
faith-filled teachers 
students asking questions 
pastoral teachers run praxis 
excited 
hypocritical 
can't rate values 
untrained teachers 
apathetic students 
RE must be academic only 
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engaged students 
non-spiritual teachers 
autonomous (go it alone) teachers 
unsupported teachers 
love 
personal relationship with Jesus 
unchurched students 
assumes socialised Catholics 
need more support 
staff culture 
personal conviction of teacher 
student spirituality 
other staff devalue RE 
teacher as witness 
balance academic and spiritual 
RE teachers do not lead retreats 
passionate 
teach contemporary ethics 
vocational teachers 
hard 
more innovative activities 
curriculum restrictions 
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supportive team 
RE curriculum 
stagnant faculty 
target students' spirituality 
questing students 
education in faith 
non-specialist teachers 
difficult 
non-judgemental teachers 
challenge prevailing perception of RE 
dry topics 
unmotivated teachers 
staff culture 
blessed / blessing 
quals do not improve teaching 
growing spiritually 
comfortable school but don't support the ethos 
disengaged students 
Self-directed PD  
ashamed of faith 
joy 
challenge 
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faithless students 
community service 
real impact in their life 
new REC 
invitation to faith development 
need support for quals 
Jesus 
Can't answer about RE ability 
RE teachers' deep understanding 
not dogmatic 
enthusiastic teachers 
blind generation 
open their eyes 
the face of the Church 
faith cannot be taught 
Bible based learning 
indoctrination 
relevant teachers 
Holy Spirit 
teachers don't change faith 
RE as personal development 
Holy Trinity 
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privilege 
enfaithing lessons work best 
can't change students' faith 
Won't answer personal spirituality 
mission leader runs praxis 
sad 
pray every lesson 
coerced teachers 
no belief 
unsupportive system 
RE as transformation 
non-Catholic teachers 
models of faith 
good collaboration 
conversion 
leadership / REC 
hard to demonstrate faith 
more resources 
increasingly difficult 
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Table 14 
Second cycle of coding and categorisation 
Category 
 Code 
RE teacher type binaries 
 enthusiastic/unenthusiastic 
 vocational/coerced 
 collaborative/go-it alone 
 contextual/irrelevant 
RE teacher attitudes 
 Privileged 
 Challenged 
 Passionate 
RE teacher training 
 untrained/non-specialist 
 teacher as learner 
 want deep understanding 
 qualifications 
RE teacher support 
 need greater support 
 need better resources 
 need supportive system 
 need support for qualifications 
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RE teacher spirituality binaries 
 Catholic/non-Catholic 
 faith-filled/secular 
RE teacher spirituality 
 teacher as witness/face of church/model 
 personal conviction growth 
 not dogmatic/zealot 
 hard to demonstrate faith 
Staff culture 
 need a supportive culture 
RE team binaries 
 collaborative/uncollaborative 
 dynamic/stagnant 
RE leadership binaries 
 strong/weak 
 capable/incompetent 
Student attitudes 
 apathetic/disengaged 
 reject indoctrination 
 engaged in life-centred learning 
Student spirituality 
 no belief/faithless 
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 questing 
 unchurched 
Impact of RE 
 cannot/should not change faith 
 invitational RE 
 relationship with Jesus is required 
 positive impact on lives of students 
RE content 
 assumes socialised Catholics 
 dry/irrelevant 
 should be academic only 
 balance academic and spiritual 
 should be enfaithing 
 teach contemporary ethics/values/issues 
 restrictive curriculum 
RE objectives 
 Transformation 
 personal development 
 target students' spirituality 
RE pedagogy 
 questioning and enquiry 
 action learning/service 
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 don't pray every lesson 
 innovative activities 
 not Bible based learning 
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Table 15 
Categorisation of Open Ended Comments 
Category 
 Comment 
RE teacher type binaries 
 As far as I am concerned the last place a student is going to find Jesus is in a 
 compulsory classroom with a zealot for a teacher 
 There are no designated RE teachers in my school 
 All RE teachers belong to another KLA and THEN the RE KLA 
 For me, my RE teaching is a REAL vocation trained/untrained 
 Religious Education is a very specific subject which limits it to teachers who have 
 the faith or want to do it to give some 'realness' to the subject 
 In my experience, most staff and students see Religion as a subject they are forced to 
 teach/ study 
 Most staff are not trained in Teaching Religious Education 
 they do not have the background to confidently express the key teachings and 
 doctrines 
 As most staff don't have faith or spirituality it is up to the ADMIN to give the subject 
 to the right people and support and prepare them properly. 
 we need to be non-judgemental, open, reflective, contemporary, fair and just in how 
 we approach every lesson 
 Too often it is taught by teachers as a fill in subject with no desire to understand or 
 deliver with enthusiasm the content they are meant to teach 
 Without the motivation of the teachers the spiritual growth of the student never really 
 gets past the crossword and colouring in stage of their primary days 
 consideration as to who teaches the subject, not just whoever can fill in the blanks. 
 there is often a lack of interest from some teachers who have been given an RE class 
 they don't want  
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 Teachers with an active faith commitment should be the priority placement in 
 staffing a timetable - they model the faith 
 It was very difficult as a number of teachers in the middle school are not of a faith 
 background and the perception of the subject is one of having to do rather than 
 wanting 
RE teacher attitudes 
 The teaching part is easy, its relaying the connection that’s difficult 
 dealing with disillusioned or disinterested teachers in their department. 
 Teaching Religious Education is something I find incredibly rewarding 
 I am passionate about my faith and proud to be an RE teacher and persevere 
 everyday to teach my students about the person of Jesus 
 It is a true blessing and a privilege to be able to open the eyes and hearts of our 
 students to the wonder and awe of our faith 
 Teaching Studies of Religion is also an incredibly enjoyable, challenging and 
 valuable subject 
 This aspect of working and teaching in a catholic school challenges me the most 
 My experience as Religious Education teacher has been an amazing and rewarding 
 experience 
 Lots of joys but also many challenges in this day and age 
 it's a privilege to be able to do it. 
 It is privilege to teach RE to young people  
 it is exciting 
 It is challenging, but exciting!  
 It is a very rewarding experience 
 It is a privilege to be a face of the Church with young people.  
 It can be highly rewarding subject if you understand the content you are teaching 
 it can be challenging, but also very rewarding 
 It can be a struggle 
 I thoroughly enjoy being a religious education teacher 
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 I love teaching religion 
 I enjoy some of the really deep conversations that I have with students 
 I have thoroughly enjoyed 35 years of teaching students about Religion 
 I have found it difficult as a teacher to demonstrate your faith with the overwhelming 
 presence of a culture removing itself from religious values 
 I find it a rewarding subject to teach 
 I enjoy teaching RE and developing curriculum material that will meet syllabus 
 requirements and engage students 
 I am relishing the chance to teach within a Catholic school in my first year of 
 teaching 
 It is an area that I am very passionate about  
 I am passionate about this! It is my life passion  
 I am blessed to be a Religious educator... 
 I am finding it increasingly difficult to teach Religious Education 
 as a professional I try to show the appearance of being a positive RE teacher and 
 work hard for the students 
 I am concerned with my lack of enthusiasm for the subject. I feel so much more 
 confident, happy and less anxious teaching my other method areas 
 I am excited and passionate about being a member of the RE team at my school 
 It is a humbling experience 
 hard 
 I find the hypocrisy and duplicity of the Catholic Education system so opposed to the 
 tenants of the Catholic faith 
RE teacher training 
 The Certificate in Religious Education should be continually offered and financially 
 supported throughout the Diocese 
 Expecting staff to complete and pay for a Grad Cert in RE as a baseline qualification 
 is ridiculous 
 would definitely like to do further study to assist me in the future. 
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 I consider myself an avid learner 
 it is very difficult to find great professional development aimed at improving the 
 quality of our teaching in RE 
 I had commenced a post graduate Masters Levels subject in Theology last year and 
 found it useless and as a result have chosen to not pursue further studies in Theology 
 at this point in time 
 Importance of having quality PD to challenge my understanding and provide depth  
 I have nearly completed my masters in religious education and that has given me 
 confidence and further knowledge 
 I have found that those with higher degrees usually can't teach it 
 I feel as though across all Diocese's there needs to be more professional development 
 Though I have not completed a formal certificate in RE studies, my experience of 
 introductory RE study as well as my time working in youth ministry with young 
 people continually aids my focus 
 It is my life passion and source for a lot of my reading, discussions and studies...even 
 though not formal qualifications beyond certificates 
 When we teach in the discipline in which we are trained in, we are confident in 
 what we are doing 
RE teacher support 
 There needs to be much more support for teachers beginning to teach RE 
 There needs to be more support for leaders of Religious Education in schools 
 these leaders are often under- supported 
 we are not supported religiously, pastorally and professionally 
 Perhaps there is support but limited 
 as a department it needs to be given greater resources 
 need support for qualifications 
RE teacher spirituality binaries 
 I am a Catholic and have a strong faith in my religion and community 
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 There is also a double standard with regard to Non-Catholics teaching in Catholic 
 Schools  
 you don't need special tricks, just good content and confidence and the ability to 
 express and demonstrate faith and spirituality lived 
 As most staff don't have faith or spirituality it is up to the ADMIN to give the subject 
 to the right people and support and prepare them properly. 
 The integration of personal faith into the delivery of engaging learning is vital 
 personal conviction is what drives the aspiring RE teacher in his/her mission 
 It has developed in me a passion to help others. I am a better listener 
 I find it aids me in my own faith! 
 asking God to guide and direct my efforts, as well as my heart, to support my 
 students' own growth and learning 
 I am growing 'spiritually' each day with my family, colleagues and students 
 I aspire to be a faith-filled person who gently lives her life without being dogmatic in 
 my approach 
 I am hoping my spirituality and faith shine through in all I do and say! 
 I am aware when I am teaching RE that I have a very special opportunity to share my 
 faith with the students 
Local culture 
 I believe you can't change a view of religion without changing the community view 
 many parents do not support the RE staff as they see RE as a subject that isn't 
 important 
 One of the biggest challenges as an RE teacher is often our colleagues who are not 
 Catholic who are working in our catholic schools 
 My experience is that many staff who do not teach Religion tend to publicly devalue 
 it as a subject 
 The culture of the school, led by the staff, has a huge impact on how students 
 perceive and approach the formal Religious Curriculum 
 do not support the ethos and the doctrine of why we exist as a catholic school 
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 It is difficult approaching RE with some student attitudes that are heavily influence 
 by their upbringing and background  
 In some cases more support is needed from parents and the community to develop an 
 understanding of the role of religious education in school 
 It can be a struggle to have the subject valued equally with others by both the parents 
 and other staff within the school 
 I have found it difficult as a teacher to demonstrate your faith with the overwhelming 
 presence of a culture removing itself from religious values 
 seeks to put a lot of "Catholic" information on top of almost no foundation of 
 individual or family faith 
RE team binaries 
 Everyone does their own thing and it is quite sad 
 it is quite sad that we, as RE teachers, don't give this rich faith witness to each other 
 as colleagues first 
 some teachers who have been given an RE class they don't want and do not want to 
 work collaboratively to improve outcomes. 
 I am excited and passionate about being a member of the RE team at my school 
 I work with many enthusiastic people who are like- minded in their faith and in their 
 deeply personal faith journeys 
 Currently at our school we have a good teacher of RE teachers, who have a range of 
 experiences and qualifications, and enjoy supporting one another 
RE leadership binaries 
 Our previous leader was academically unqualified and had only primary school 
 experience. He favoured a laissez-faire approach that lead to the faculty stagnating 
 As most staff don't have faith or spirituality it is up to the ADMIN to give the subject 
 to the right people and support and prepare them properly 
 these leaders are often under-supported while dealing with disillusioned or 
 disinterested teachers in their department. 
Student attitudes 
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 Our students live in such a sheltered bubble 
 Students still believe that RE is about indoctrination and faith conversion 
 Students don't engage with the RE program 
 The subject is one which most students struggle to enjoy either because they have no 
 Religious Beliefs 
 In my experience, most staff and students see Religion as a subject they are forced to 
 teach/study 
 A great percentage of teachers are not willing to teach this subject and will do 
 anything they can to not have this as part of their allocation 
 It is difficult approaching RE with some student attitudes that are heavily influence 
 by their upbringing and background  
 I have found that all of students, who I have taught, to be interested in at least some 
 of the topics covered 
 Many of them have spoken to me at the end of the year saying how much they have 
 enjoyed the class 
 It is not that the students are not engaged, they really are 
Student spirituality 
 We have a real opportunity as a community to change a blind generation 
 Many of the students are "culturally" Catholic not "spiritually" Catholic 
 Not all students I teach are Catholic 
 it is the place where they have most of their questions 
 RE Text books still assume that all our students are good little Catholics who pray 
 the rosary and go to mass every Sunday 
 There is still this misguided idea that RE Teachers have t o pray with the students 
 every lesson 
 It is important to establish honest relationships with students and acknowledge that 
 faith is a journey and asking questions is very much a human activity 
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 The importance of recognising divergent views and understandings even within the 
 Catholic tradition is important and offers reassurance to many students who are still 
 developing their own beliefs 
 you know that you are helping them find their own spiritual identity 
Impact of RE 
 The catholic faith has a huge potential to engage students on real and contemporary 
 matters in society 
 We have a real opportunity as a community to change a blind generation 
 I get to know the students more and feel I can make a real impact in their life. 
 positive impact on lives of students 
 Students often say how is this important in my future career 
 It is often the lessons taught here that last a lot longer than many other subject areas - 
 for the better or the worse 
RE curriculum 
 The teaching part is easy, its relaying the connection that’s difficult 
 There is a lot of assumed knowledge and understanding 
 Text books assume that all our students are good little Catholics who pray the rosary 
 and go to mass every Sunday 
 The curriculum that NSW allows, does not provide enough scope to allow for 
 experience and exploring students faith in a non-academic sense 
 I have a Curriculum that must be followed 
 Students don't engage with the RE program because they believe it is dry and have 
 no relevance to their lives 
 Some of the topics which we need to teach are very dry 
 If the topics covered could be totally relevant and target their own spirituality I think 
 that it could make teachers role more relevant 
 Religious Education is a very specific subject 
 In in RE you have to teach Christian/Catholic and than a wide range of other 
 religions as well...there is a lot to know 
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 I am finding the subject matter and topics tedious and arduous 
RE objectives 
 Why do we teach religion? It is important to a small percentage of students 
 As far as I am concerned the last place a student is going to find Jesus is in a 
 compulsory classroom with a zealot for a teacher 
 I am approaching the RE course with the idea that RE will affect their everyday life 
 What we learn in RE has everything to do with faith, spirituality, our relationships 
 with God and other people 
 I turn on the light for my students but I don't tell them what to see 
 I feel a good teacher does not influence students by their own opinions 
 We need to help them understand that it is important in their future as a person 
 We have a collective responsibility to help our young people to further develop a 
 worldview of religion and understand and challenge their own worldview including 
 their own faith beliefs 
 Not all students I teach are Catholic therefore it is not my place to change students’ 
 faith in religion 
 I do try to help students expand their acceptance and knowledge of faith 
 Evangelization can change lives  
 it can help shape their lives and it is the place where they have most of their 
 questions 
 It is extremely difficult to balance the academic side of RE that we are expected to 
 teach, and the spiritual side that I want students to experience 
 The integration of faith and life as a 'whole' rather than as two separate entities is 
 essential for effective RE teaching 
 The integration of personal faith into the delivery of engaging learning is vital 
 I believe I can nurture faith but don't believe as teacher I can alter a student's strength 
 or otherwise of their faith. 
 it allows students the time and space to think about things beyond their academic life 
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 I believe that the topics I teach provide an opportunity for the Spirit to work in the 
 students 
 I am happy to allow the Spirit to work at his own pace - I am not there to make the 
 students develop their faith  
 My lessons provide an invitation to faith development 
 I feel that RE classes should be based on academia and not on student faith. It would 
 be unfair to students from different religious backgrounds otherwise. 
 I want the students to see that Christ showed us how to live and in the Catholic faith 
 they can experience real peace and ways to solve the problems they will face - how 
 to find a friend. 
 Enfaithing lessons are far more effective than rigorous academic ones 
 My focus is to try to bring kids into relationship with Jesus Christ alongside the RE 
 curriculum 
RE pedagogy 
 We should be teaching out students how to appreciate faith and how to turn 
 appreciation into action by getting them into the community 
 our student do community service 
 I believe they would learn 1000% more from being in the community than they ever 
 could from reading from the bible 
 There is a lot of assumed knowledge and understanding, and even for those with a 
 strong faith and theological background how this translates to teaching in the 
 classroom needs much greater attention 
 Some teachers need to me more innovative with their choice of activities in order to 
 appeal to younger students 
 it is the place where they have most of their questions 
 we need to be non-judgemental, open, reflective, contemporary, fair and just in how 
 we approach every lesson 
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